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ABSTRACT
Wicks, Celine. The role of middle school building leadership teams in professional
development. Published Doctor of Education dissertation, University of Northern
Colorado, 2017.
The role middle school building leadership teams have in professional
development (PD), through a distributed leadership model, was explored in this multiplecase study. There is minimal research regarding the impact of middle school building
leadership teams (BLTs) related to their responsibilities of professional development. The
intent of this study was to add to the body of research regarding the role that middle
school BLTs, beyond the principal alone, have on designing and delivering professional
development.
Through a qualitative research design, data were collected through one-on-one
interviews, focus group interviews, observations, and document collection. The findings
illuminated four major themes of BLT work in professional development: designing and
delivering professional development, building capacity, mentoring new teachers, and the
lack of time to accomplish goals. The significance of the research highlights the
importance of a distributed leadership model in BLT activities with a focus on
professional development. Additionally, the middle school BLT structure could take the
responsibility of sole instructional leader off of the principal and distribute the
responsibility among administrators and teacher-leaders. The findings provide principals
valuable insight regarding the collective influence of a BLT related to professional
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development. The structure of the BLTs in this study could be replicated by other middle
schools to enhance their professional development programs.
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CHAPTER I
INTRODUCTION
The Colorado Department of Education’s (CDE) Professional Educator Services
Department continually updates guidelines to support educators in the advancement of
their careers and to renew professional teaching licenses. The primary goal of the
guidelines “is to help Colorado educators grow professionally, advance their professional
careers, and become more effective teachers” (CDE, 2016, Professional Educator
Services section, para. 2). Additionally, the CDE (2016) stated, “Sustained professional
development activities promote high quality teaching and learning, and are critical
elements of educational achievement and professional satisfaction” (para. 2). Professional
development for certified teachers is a necessary component for teachers to develop their
craft (CDE, 2016). While researching the broad topic of professional development, a
significant amount of literature is focused upon the impact of professional development
on student achievement (Joyce & Showers, 2002; Lin, Cheng, & Wu, 2015; Shaha,
Glassett, & Copas, 2015; Shaha, Glassett, & Ellsworth, 2015), not on the role of building
leadership teams in professional development. To understand the role and influence of
building leadership teams in effective professional development (PD), a broad
perspective of PD will be examined to understand if and how building leadership teams
impact PD directly.
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Professional Development and the
Connection to Quality Classroom
Instruction
“Teacher professional development is widely viewed as the most promising
intervention for improving existing teacher quality” (Goldschmidt & Phelps, 2010, p.
432). Several studies indicate that professional development has an impact on classroom
instruction (Buczynski & Hansen, 2010; Goldschmidt & Phelps, 2010; Supovitz, Mayers,
& Kahle, 2000). Additionally, Guskey (2009) suggested professional development is a
primary tool to ensure teacher growth and development for quality classroom instruction.
Furthermore, quality classroom instruction translates into student achievement (Speck &
Knipe, 2005). The impact of professional development on teaching practice will be
explored more in-depth in the literature review.
Macro-Perspective of Professional
Development
Professional development in education is necessary to ensure the improvement of
teaching practices (Benton & Benton, 2008; Bills, Giles, & Rogers, 2016; Desimone,
Porter, Garet, Kwang, & Birman, 2002; Fullan, 2007). On national, state, and local levels,
the improvement of PD is a concern to policymakers, educational leaders, and teachers
alike (Elmore, 2005). To understand current PD practices in the 21 st century, educators
must reflect on the evolution of professional development, various activities considered
professional development, and educational reforms that have impacted teachers.
Professional Development and
Educational Reforms –
Early 20th Century
Modern PD can be traced back to the Denver Plan of the early 1920s, created by
Jesse H. Newlon (Ponder, Maher, & Adams, 2010). “Newlon, notably was successful in
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convincing the Denver School Board that, because curriculum development and
curriculum enactment were simultaneous and connected, classroom teachers should be
the ones writing the curriculum” (Ponder et al., 2010, p. 859). This was a major shift in
educational practice. Additionally, Newlon “obtained the board’s support in paying
teachers or providing release for their time outside of the classroom” (Ponder et al., 2010,
p. 859). As Guskey (2000) explained, teachers working outside of their contractual hours
on activities that improve their teaching and student learning can be defined as
professional development.
Newlon (1917) stated, “We must have a democratic organization of the faculty,
and the faculty must participate in determining the policy of the school if the maximum
of efficiency is to be obtained, whether it be in teaching or in curriculum making” (p.
267). Newlon’s commitment and work in Denver Public Schools laid the foundation of
contemporary professional development (Ponder et al., 2010). The shift of power from
the board of education to teachers regarding policy and curriculum in Denver marked the
beginning of modern professional development. Using the interpretation of professional
development from Guskey (2000), a connection can be made that the work of Denver
teachers during this time period can be considered professional development.
Significant change in education emerged in the 1930s with the Eight Year Study
(Ponder et al., 2010). Ponder et al., (2010) described the Eight Year Study as an
“experimental project conducted between 1930 and 1942 by the Progressive Education
Association, in which 30 high schools redesigned their curriculums and initiated
innovative practices in student testing, program assessment, student guidance, curriculum
design, and staff development” (p. 859). The Eight Year Study was progressive for its
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time and had a lasting impact on how professional development evolved since the study
(Pinar, 2010). During the Eight Year Study, participant schools not only focused on
curriculum changes, they also focused on the improvement of teaching methods (Pinar,
2010). “A series of professional development workshops were scheduled beginning in the
mid-1930s to help teachers reconsider the basic goals and philosophy of their schools and
to support the development of their own teaching materials” (Ponder et al., 2010, p. 859).
Teachers were able to evaluate and revise teaching materials based on their own needs
through professional development activities. This was revolutionary for the 1930s and
evolved into modern professional development (Pinar, 2010). Kridel and Bullough (2007)
also agreed the Eight Year Study was revolutionary due to the “innovative programs” that
were being created by educators at the time to meet the needs of all learners (pp. 5-6).
Education in America during and post-World War II marked a new era.
Baughman, Bondi, Layman, McConnell, and Tompkins (2001) estimated 100,000
teachers left the profession to seek employment with better working conditions or for
more lucrative careers related to the war effort and military defense. After World War II
ended, the teachers that remained in the field “would organize into powerful labor unions
and strike for better contracts from state and local governments” (Baughman et al., 2001,
Vol. 5, p. 129). Teacher unions often provided direct professional development
opportunities to assist teachers in the improvement of their practice (Bascia, 2000).
Although unions emerged, little is stated in historical references regarding professional
development of teachers during the 1940s with the exception of comments from Wilford
M. Aiken, a visionary educator who worked for the Progressive Education Association.
Aiken stated in a speech on February 20, 1942, “The school should find out whether
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changes in curriculum and methods of teaching achieve purposes more effectively”
(Rose, 2003, p. 130).
Professional Development and
Educational Reforms –
Mid/Late 20th
Century to
Present
In the late 1950s, Americans felt the public education system was falling behind
and not enough emphasis was placed on mathematics and science (Baughman et al.,
2001). The release of Sputnik into space by the Russians was the impetus of the idea that
the United States was falling behind regarding education (Baughman et al., 2001).
Baughman et al. (2001, Vol. 6) stated, “Science and mathematics came under close
scrutiny, and efforts began to upgrade the educational system with renewed emphasis on
the hard and applied sciences” (p. 119). Additionally, Tyack and Hansot (1982)
suggested American schools were not teaching enough basic education nor were they
going deep enough for gifted students to surpass Russian students, the perceived rivals in
education during this time period (p. 220). Therefore, the National Defense Education
Act was enacted in 1958 in response to Sputnik. This event transitioned the United States
into the 1960s with professional development and teacher training focused on the
sciences (Ponder et al., 2010).
The National Science Foundation (NSF) became extremely involved with
education reforms in the 1960s to address the push to improve mathematics and science
education (Ponder et al., 2010). The NSF led professional development opportunities for
teachers at local universities to improve teaching practices (Ponder et al., 2010).
Furthermore, the materials produced from the professional development were “intended
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as accelerants that could produce the greater number of scientists and mathematicians
needed to overcome the perceived lead of the Soviet scientists as rapidly as possible”
(Ponder et al., 2010, p. 859).
Education in the 1960s went through a cultural revolution in addition to a refocus
on mathematics and science (Ponder et al., 2010). Building upon events in the 1950s,
education was impacted by social justice movements including protests from African
Americans and Hispanics (Tyack & Hansot, 1982; Baughman et al., 2001) Additionally,
the federal government created the National Teacher Corps (NTC) in 1965 which became
the first alternative licensure program for teachers to meet the needs of urban and rural
students as well as urban and rural school districts (Eckert, 2011). The goal of the NTC
was to “introduce a new population and different preparation patterns into the teaching
profession” (Edelfelt, Corwin, & Hanna, 1974, p. 8). The implementation of the NTC
aimed to “dramatically alter the system of teacher education” (Eckert, 2011, p. 936).
The need for targeted professional development became even greater for teachers
in the 1970s with the increase of federal government involvement in public education.
Tyack and Hansot (1982) highlighted several programs that the government implemented
including: “environmental education, bilingual instruction, compensatory teaching for
low-achieving pupils, arts in schools, prevention of drug and alcohol abuse, ethnic studies
courses, head-start and follow-through programs, programs for the handicapped, creation
of alternative schools, and assistance in desegregation,” among others (p. 242).
Additionally, the constructivist approach to professional development also emerged in the
mid-1970s (Stubbs, 2011). In this model, teachers took control of their own learning by
focusing on subjects of interest to the individual teacher including the topics highlighted
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by Tyack and Hansot (1982), as well as content specific concerns and more general
topics such as leadership in the classroom (Stubbs, 2011).
Furthermore, in the decade of the 1970s, the reforms previously discussed
regarding the 1960s that focused on mathematics and science did not stick (Baughman et
al., 2001). Curriculum in the 1970s underwent a shift to less structure and more freedom
of exploration by individual students (Baughman et al., 2001). Unfortunately, with this
shift, average standardized test scores, especially the Scholastic Aptitude Test, decreased
across the United States (Baughman et al., 2001). With all of these changes, professional
development for teachers spanned many areas, such as content specific PD and more
general leadership options (Stubbs, 2011); however, there does not appear to be a primary
focus for PD in the 1970s.
Baughman et al. (2001) suggested there was a shift in the 1970s regarding teacher
performance; teachers were being judged not by the success of students, but by the lack
of success from non-achieving students. The seminal work of Silberman (1971) called for
an improvement of teachers. Silberman (1971) wrote that teachers needed continuous
improvement and also needed to learn new techniques for teaching to be effective.
Silberman’s work in the early 1970s was the impetus for modern day professional
development.
In the early 1980s, standardized test scores continued to drop and “eight percent
of seventeen-year-old American whites and 42 percent of the same age blacks were
functionally illiterate” (Baughman et al., 2001, Vol. 9, p. 182). A renewed focus on the
quality of education in the United States emerged with the publishing of A Nation at
Risk: The Imperative for Educational Reform by the United States Department of
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Education in 1983. With the publication of A Nation at Risk, reforms related to teacher
education and professional development began. Ponder et al. (2010) suggested several
elements of teacher reform including a review of standards for professional development,
teacher education programs, and restructuring of school governance and decision-making
that included teachers in the process.
The 1980s marked a period of time where the federal government became more
involved and concerned about public education; however, the responsibility of
educational reform still rested at the state level (McMeekin & Dede, 1980; Lutz, 1986).
Lutz (1986) stated, “Educational reform of the 1980s has been a torrent of state reforms
driven by the bully pulpit of national rhetoric” (p. 2). Although education was on the
forefront of the collective minds of Americans, reform initiatives primarily rested at the
state-level in the 1980s (Lutz, 1986). In the 1980s, the pendulum swung to a more
conservative approach to the implementation of proficiency exams became commonplace
(Baughman et al., 2001). Additionally, due to the national attention on education, reforms
regarding curriculum, testing, teacher preparation programs, and professional
development were all equally focused on in the early 1980s (Lutz, 1986). However,
Hertert (1996) concluded through a study that included 390 interviews that the absence of
a cohesive direction on the national and state level in the 1980s limited public education
reform.
The 1990s ushered in the systemic reform movement (Hertert, 1996). Hertert
(1996) stated, “Systemic reform involves fundamental and substantive change in both
state policy making and local educational processes” (p. 381). The policy in the previous
decade was extremely concerned about educational reform; however, there was not a
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systemic change of reform implemented into practice throughout the United States
(Hertert, 1996). The 1990s proved to be the beginning of systemic change on the state
level to ensure educational equity among students and a refocus on innovative teaching
practices across the nation (Hertert, 1996).
In addition, the systemic reform movement in the 1990s called for more shared
leadership involving participation from teachers in addition to building level and school
district level administrators (Ponder et al., 2010). In these new roles, teachers had more
influence over decision-making including curriculum, professional development, and
testing (Ponder et al., 2010). Ponder et al. (2010) suggested several areas of effective
professional development including peer observations, coaching, and the implementation
of professional learning communities.
The 1990s “focused on improving the quality of instructional programs provided
by the public school systems and examining the proper preparation of classroom
teachers” (Marcoulides & Heck, 1990, p. 55). During the 1990s, local and state
authorities focused on the need to improve teacher effectiveness. To do so, teacher
preparation programs and ongoing professional development were the primary focus
(Marcoulides & Heck, 1990). For example, to improve teacher effectiveness, preparation
programs and PD focused on the need for equity among students and how school districts
can ensure equity (Marcoulides & Heck, 1990).
As the 20th century ended and the 21 st century began, more reforms emerged on
the federal level, including the No Child Left Behind Act of 2001 (NCLB) which was
passed with bipartisan support. The main purpose of NCLB (2001) was to close the
achievement gap among all American students. Additionally, federal funding for
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education was tied to NCLB by requiring states to administer assessments of basic skills
at specific grade levels (NCLB, 2001). When NCLB was enacted, there was increased
scrutiny on teachers and their practice (Meyer, 2013). The scrutiny shifted educational
practices to a “teach to the test” mentality, and PD opportunities were structured around
increasing test scores instead of improving teaching practices (Meyer, 2013).
Additionally, the intention of NCLB was to tie teachers’ effectiveness to test scores
(NCLB, 2001).
The United States Department of Education (2016) described Race to the Top
(RttT), another federal educational policy implemented by the Obama administration, as
a policy with four main goals: standards and assessments implemented to assist students
succeed in higher education or the workplace; data systems to measure academic growth
and to assist teachers on how they can improve; a system to recruit and retain effective
educators; and a focus on improving low-performing schools. Howell (2015) concluded,
through research comparing states who received federal funding through RttT, the policy
made significant changes to educational reforms across the United States. With all RttT
funding, a significant amount of money was earmarked to assist teachers and principals
improve instruction through the use of data systems (United States Department of
Education, 2016).
In 2015, NCLB was replaced with the Every Student Succeeds Act, and only
remnants of NCLB have remained in the Every Student Succeeds Act (Fránquiz & Ortiz,
2016). The power shifted back to the states from the federal level (Fránquiz & Ortiz,
2016). States, again, have the responsibility of setting standards for school performance,
student achievement, and teacher effectiveness (Fránquiz & Ortiz, 2016).
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Types of Professional Development
Emerging from the Mid-20th
Century to Present
Since the mid-20th century, many forms of professional development have
emerged including but not limited to: informal learning among colleagues; courses,
workshops, conferences and seminars; professional learning communities; individual and
action research; peer observations; and coaching (International Teaching and Learning
Survey, 2010). All types of professional development may have an impact on teaching
practice to a certain degree; however, the majority of teachers who participate in PD
report it is not useful to their teaching practice (Darling-Hammond, Chung Wei, Andree,
& Richardson, 2009). “The real issue isn’t that teachers aren’t provided professional
development, but that the typical offerings are ineffective at changing teachers’ practice
or student learning” (Gulamhussein, 2013, p. 1). It is essential for teachers to participate
in learning that improves their practice (Darling-Hammond et al., 2009; Gulamhussein,
2013).
Informal learning among colleagues. “Informal learning occurs in interactions
among teachers and their reflections upon their practice, sometimes planned and often
happenstance,” (Jurisaite-Harbison & Rex, 2010, p. 267). Key components of informal
professional development include immediate support, prompt feedback, and collaborative
brainstorming activities to support a change in teaching practice (Jurisaite-Harbison &
Rex, 2010; Stevenson, 2004). Many studies describe informal learning as any learning
activities that are not bound by a specific parameter such as time, including specifically
scheduled professional development sessions (Hoekstra, Brekelmans, Beijaard, &
Korthagen, 2009; Richter, Kunter, Klusmann, Ludtke, & Baumert, 2011; Pedder, 2007).
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Additionally, informal professional development is often a conversation with a
colleague, reading a journal article, or observing a peer (Desimone, 2009; Richter et al.,
2011). Informal PD is not a requirement; yet, informal learning is an opportunity for
teachers to take ownership of their own professional development goals (Richter et al.,
2011). However, Kyndt, Gijbels, Grosemans, and Donche (2016) stated, “What is
implicitly learned through informal learning might not always be desirable; therefore,
solely relying on informal learning does not seem adequate” (p. 3). Therefore, informal
learning should be used as only part of a professional development plan (Kyndt, Gijbels,
Grosemans, & Donche, 2016).
Courses, workshops, conferences, and seminars. Courses, workshops,
conferences, and seminars are often considered one-stop professional development
opportunities that do not explicitly improve or change teaching practices (Bingham-Linn,
Gill, Sherman, Vaughn, & Mixon, 2010; Field, 2011). Unfortunately, for educators, the
workshop model is the most commonly used format of professional development (Field,
2011; Gullamhussein, 2013). One-stop professional development opportunities will be
explored in greater detail in the literature review.
Professional learning communities. Another major facet of professional
development from a macro view is the implementation of professional learning
communities (PLCs). One of the most highly regarded practices for school improvement
is the development of building capacity through the creation and implementation of a
professional learning community (Eaker, DuFour, DuFour, 2002). PLCs are considered to
be the most prevalent form of contemporary professional development (Murphy, 2012).
Linder, Post, and Calabrese (2012) expressed that professional learning communities are
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one of the most collaborative forms of learning and are far superior to traditional forms of
professional development. PLCs will be addressed in more detail in the literature review.
Individual and action research. The goal of individual and action research is to
analyze an issue or problem to gain new insight and to improve teaching practices
(Burns, 2005; Castro Garces & Martinez Granada, 2015). Richards and Lockhart (1996)
described action research as a personal “investigative” project based on a teacher’s own
practice and contains several stages including “planning, action, observation, and
reflection” (p. 12). Action research is a form of professional development where a teacher
or groups of teachers actively study an issue to make improvements in teaching in a
practical way (Altrichter & Posch, 2009; Zehetmeier, Andreitz, Erlacher, & Rauch,
2015).
The benefit of action research is to ensure research is focused on a personal level,
such as a teacher’s own classroom or school (Mertler, 2009; Milton-Brkich, Shumbera, &
Beran, 2010). Action research focuses on personal passions as a means to professional
development (Dana & Yendol-Hoppey, 2009). The question or questions under inquiry in
action research generally evolve from personal teaching problems within the classroom
(Cullen, Ackerson, & Hanson, 2010; Mata-Segreda, 2006).
Peer observations and coaching. “Peer observation of teachers involves
observers providing descriptive feedback to their peers on learning and teaching practice
as a means to improve quality of teaching” (Sullivan, Buckle, Nicky, & Atkinson, 2012,
p. 1). Hammersley-Fletcher and Orsmond (2005) and Jao (2013) suggested that the
practice of peer observation is valuable for teachers to improve their practice in the
classroom. Peer coaching has also been considered a useful professional development
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practice for all teachers, benefitting new educators as well as seasoned professionals
(Zepeda, Parylo, & Ilgan, 2012). It is essential to point out that peer observations are
considered to be non-evaluative in nature and peer observations are considered to be a
form of professional development (Sullivan et al., 2012; Zepeda et al., 2012)
Unfortunately, many teachers do not have the pre-requisite skill set to be qualified
peer observers or peer coaches (Gosling, 2009; Yiend, Weller, & Kinchin, 2014). Often,
many teachers feel that the peer observation process is just another activity to complete
without seeing and understanding the value of the experience (Chamberlain, D’Artrey, &
Rowe, 2011). Peer observations and coaching are considered to be a critical tool in
improving instructional practice; however, it may not be the most effective practice of
professional development (Chamberlain et al., 2011; Yiend et al., 2014).
The Roles of the Principal and the
Building Leadership Team in
Professional Development
The role of the principal has changed significantly over the course of the past
several decades in the United States (Nedelcu, 2013). Today’s principals have a primary
role of instructional leadership (Hallinger & Heck, 2010; Spillane, 2006) versus
principals of the past who were focused on managerial tasks (Nedelcu, 2013).
Additionally, the principal plays an integral role in professional development with a
primary responsibility to support collaboration among teachers to advance and develop
professional skills (Buttram & Farley-Ripple, 2016).
As instructional leadership is more of a focus for a principal, a building leadership
team (BLT) is often formed, consisting of a principal, additional administrators, and
teacher-leaders with the purpose of assisting the principal with creating a vision for a
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school and to create professional development opportunities that are in line with the
vision (Caposey, 2013; Conner, 2015; Edwards & Hinueber, 2015). The BLT is
considered an integral part and a key factor of the success of any professional
development program (Bryk, Sebring, Allensworth, Luppescu, & Easton, 2010). An
extensive amount of research is dedicated to the role of the principal in professional
development (Buttram & Farley-Ripple, 2016, Hallinger & Heck, 2010; Nedelcu, 2013;
Spillane, 2006); however, a limited amount of research is found on the role of the
building leadership team in professional development. This will be explored in greater
detail the literature review.
The purpose of this study is to focus on the role of the building leadership team in
professional development. However, it is necessary to highlight that the purpose of the
BLT is not solely professional development (Göksoy, 2015). “Shared leadership is
required since educational institutions are too complex to be managed with only one
individual” (Göksoy, 2015, p. 110). BLT members, as well as the principal, have myriad
responsibilities including but not limited to: professional development, curriculum
development, assessment, communication, and collaboration with stakeholders (Mercer,
2016). Building leadership teams are often created to meet the complex demands of
leadership in educational institutions where reliance on one leader is no longer a viable
option (Devin, Augustine-Shaw, & Hachiya, 2016).
Statement of the Problem and Purpose Statement
The need for professional development to improve teaching practices that will,
ultimately, impact student achievement is evident and is a topic of study that is widely
researched (Buczynski & Hansen, 2010; Goldschmidt & Phelps, 2010; Guskey, 2009;

16
Speck & Knipe, 2005; Supovitz et al., 2000). Furthermore, principals are an integral
component to ensuring the development of effective professional development; however,
principals often do not have the time to dedicate to professional development due to
myriad responsibilities (Nedelcu, 2013). Therefore, the responsibility of professional
development often lies with building leadership teams as a group. There are limited
qualitative studies regarding the role of BLTs related to professional development. There
are even fewer studies directly related to middle school BLTs. Also, there is a dearth of
information on how principals should structure BLTs to create professional development
opportunities. As a result of this, the research problem is the lack of information on how
to appropriately structure a middle school building leadership team for the purpose of
creating effective professional development.
Of interest to educational leaders is the focus on distributed leadership practices
(Hulpia, Devos, Rosseel & Vlerick, 2012). The members of a BLT take on leadership
roles, and the leadership is shared among individuals in a collaborative environment
(Caposey, 2013; Hulpia et al., 2012). Hauge, Norenes, and Vedøy (2014) suggested that
there is a need for collaboration among colleagues to make sustainable pedagogical
improvements, and through careful planning, it is possible to make impactful changes. By
examining middle school building leadership teams in action through a distributed
leadership model using qualitative methods, best practices may be identified regarding
the role of BLTs in professional development. With this information, school leaders can
implement these practices into their own BLT structures to improve professional
development practices.
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Research Question
In order to contribute to the body of research regarding middle school building
leadership teams and their relationship to professional development, the research question
guiding this study:
Q1

What is the role of the middle school building leadership team in
professional development?
Definition of Terms

The following terms are used extensively throughout this study and are defined as
follows:
Building Leadership Team (BLT). A team of individuals consisting of school
administrators and teacher-leaders who work cooperatively to develop school goals and
develop professional development opportunities and activities for faculty (National
Institute for Urban Education, 2005).
Professional Development (PD). The wide variety of activities developed to
support and enhance the knowledge and skills necessary to improve professional skills
related to teaching (LearningForward.org, 2015).
Summary
The macro perspective regarding professional development from the 1920s
through present day has come full circle. Considering Newlon’s ideas emerging from the
Denver Plan to include teachers in the reform process to the implementation of
professional learning communities, educators and administrators can collaborate as a
building leadership team and develop professional learning activities. As Ponder et al.,
(2010) suggested, professional development is a primary factor for school improvement.
Bridging the macro perspective to the literature review, a more in-depth analysis of
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professional development practices, the impact of professional development on
instruction and pedagogy, the fiscal allocation for professional development, the role of
the principal in professional development, the role of the teacher-leader in professional
development, the role of building leadership teams in professional development, and
distributed leadership will be addressed.
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CHAPTER II
REVIEW OF LITERATURE
The existing body of research related to building leadership teams (BLTs) and
professional development (PD) is examined throughout the literature review. As
highlighted in chapter one, an historical overview of teachers working in isolated
classrooms to the evolution of collaborative teams was examined. In the literature review,
several aspects of PD are highlighted including an examination of what constitutes
effective professional development and various forms of professional development. Next,
the role of the principal related to professional development is reviewed including how a
principal uses teacher-leaders and a review of the distributed leadership model. Finally,
the role of the building leadership team is examined and how the BLT assists the
principal with the multitude of administrative responsibilities.
Effective Professional Development
There is a significant amount of research indicating that, for professional
development to be effective, it must include “content focus; active learning; coherence;
sustained duration; and collective participation” (Desimone & Pak, 2017, pp. 4-5;
Hunzicker, 2011; Main & Pendergast, 2015, p. 2). The five core features of effective
professional development directly impact teachers’ content knowledge and teaching skills
(Main & Pendergast, 2015, p. 1). Additionally, an over-arching factor of effective
professional development considers the needs and goals of school districts, individual
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schools, and individual teachers and ensures alignment among the three areas as well
(Hunzicker, 2011).
The purposeful intention to focus on content knowledge during PD aims to
enhance teacher expertise and ultimately impact student learning (Main & Pendergast,
2015). A critical aspect of effective professional development to examine is the link
between content knowledge and pedagogy. There have been several studies that have
examined this area (Goldhaber & Anthony, 2007; Goldschmidt & Phelps, 2010; KuklaAcevedo, 2009). It is imperative to point out, “Teaching a subject requires content
knowledge that goes substantially beyond what is typically taught and learned in college
and university classes” (Goldschmidt & Phelps, 2010, p. 433). Therefore, professional
development must link content knowledge and pedagogy (Goldhaber & Anthony, 2007;
Goldschmidt & Phelps, 2010; Kukla-Acevedo, 2009). However, Goldschmidt and Phelps
(2010) suggested that, after professional development ends, the learning is often not
sustained. Several recent studies have focused on the impact of various forms of
professional development on pedagogy (Buczynski & Hansen, 2010; Goldschmidt &
Phelps, 2010; Postholm & Waege, 2016; Tan & Caleon, 2016). Desimone (2009)
concluded learning opportunities are “those characteristics of an activity that make it
effective for increasing teacher learning and changing practice, and ultimately for
improving student learning – rather than on the type of activity” (p. 183). Additionally,
“professional development should create opportunities for teachers to take control of their
own learning, deepen their subject knowledge, construct knowledge from previous
knowledge and experiences, become comfortable with their role as a learner, and develop
intellectual camaraderie with colleagues” (Soine & Lumpe, 2014, p. 304). Soine and
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Lumpe (2014) stressed the need for teachers to discover what type of professional
development works best on an individual basis.
Active learning is characterized by a teacher’s involvement in the learning
process (Desimone & Pak, 2017). Involvement in learning may include “meaningful
discussion, planning, and practice during the professional development activity and the
reality of their day-to-day work” (Main & Pendergast, 2015, p. 6). An important
component to highlight regarding active learning is the ability to have multiple
opportunities to practice a new concept and to receive feedback to ensure professional
development (Desimone & Pak, 2017).
“Coherence refers to the connection between the professional development
activity and the reality of the classroom” (Main & Pendergast, 2015, p.6). When there is a
connection between the professional development activity and a teacher’s instructional
reality, the PD offering is more likely to have an impact on teaching improvement
(Hindman & Wasik, 2012). Authentic professional development opportunities, such as
embedded staff development, peer observations, coaching, and mentoring, create
connections to day-to-day teaching practices (Hunzicker, 2011).
Sustained duration of professional development activities leads to improved
teaching practices (Hunzicker, 2011, Main & Pendergast, 2015). It has been widely
researched that one-stop professional development opportunities do not have a sustained
impact on teaching practices (Bingham-Linn et al., 2010; Field, 2011; Hunzicker, 2011).
Ongoing or sustained duration of professional development activities consisting of
multiple, intense opportunities to delve into new
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material have the greatest chance to improve or change teaching practices (Hunzicker,
2011).
Collective participation is the final core feature of professional development to be
reviewed. Collaboration among colleagues is an essential component of effective
professional development (Desimone & Pak, 2017; Hunzicker, 2011; Main & Pendergast,
2015). Teachers engaging in collaborative PD experience active learning through
“problem-solving, discussion, simulations, role-play and application” (Hunzicker, 2011,
p.178). Additionally, PD involving analyzing student data and instructional planning
among colleagues supports a collaborative PD experience (Hunzicker, 2011; Main &
Pendergast, 2015).
Factors that Support Professional
Development
It is necessary to understand the factors that support professional development to
measure the effects of PD on teaching practice (Desimone, 2009). Desimone (2009)
stated, “Understanding what makes professional development effective is critical to
understanding the success or failure of many educational reforms” (p. 181). As
previously addressed, professional development’s primary focus is teacher learning.
The overall climate and culture among teachers and administrators, including
administrative trust and collaboration, are primary factors that support professional
development (Avalos, 2011; Fleming, 2014; Goddard, Goddard, & Tschannen-Moran,
2007).
Avalos (2011) and Postholm (2012) researched the importance of positive school
climate and culture on successful professional development. Postholm (2012) concluded
through an extensive literature review study comparing 31 studies, “Both individual and
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organizational factors impact teachers’ learning. Teacher cooperation has importance for
how they develop, and some of the teachers can lead such learning activities themselves”
(p. 405). A positive climate and culture and high levels of trust allow teachers to be open
to new ideas and risk taking (Hallam, Smith, Hite, Hite, & Wilcox, 2015; Hoy, Gage, &
Tarter, 2006).
Administrative trust. “Professional development for new teachers is often aimed
at making up for lost ground as quickly as possible with whatever training they didn’t get
in their pre-service teacher preparation programs” (Fleming, 2014, p. 170). In contrast,
Nieto (2003) suggested professional development should capitalize on teachers’ strengths
instead of filling in the gaps immediately. Whichever thought an individual subscribes to,
it is important to keep in mind that the most meaningful and powerful learning takes
place when administrative teams and BLTs have taken the time to develop and build
trusting relationships with teachers (Tschannen-Moran, 2004). Once trust is established,
school administrators and school district personnel are able to create, develop, and deliver
effective professional development. Haghighi-Shirazi, Sadegh-Bagheri, Sadighi, and
Yarmohammadi (2015) found, “Managers who encouraged continuous learning didn’t
succeed in promoting teacher development unless they fostered trust and respect among
the staff” (p. 45). Haghighi-Shirazi et al. (2015) discovered through their qualitative
study and the purposeful sampling of interviewees that “collegial relationships” and trust
had a direct relationship with professional development (p. 43).
The role of the principal and administrative team must be taken into account in
developing trust among teams (Hallam et al., 2015). Additionally, the responsibility of
improving teaching practices often falls solely on the shoulders of the principal in each
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school or with school district personnel (Supovitz, Sirinides, & May, 2010; TschannenMoran, 2004). Hallam et al. (2015) stated, “Principals influence team trust when they
avoid micromanaging the teams, but rather allow the PLC teams autonomy to direct their
own collaborative efforts” (p. 204). There are numerous studies regarding the role of the
principal in professional development (Buttram & Farley-Ripple, 2016; Hallinger &
Heck, 2010; Murphy, 2002; Spillane, 2006; Talbert, 2010); however, there is limited
research on the role of administrative teams or extended leaderships teams in professional
development.
Collaboration. Collaboration is a primary factor that contributes to professional
development (Haghighi-Shirazi et al., 2015). Haghighi-Shirazi et al. (2015) found the
most successful PD is through “sharing ideas” and honest feedback among colleagues to
improve “instructional practice” (p. 46). Effective collaboration among colleagues has an
impact on teacher learning and student achievement (DuFour, Eaker, & DuFour, 2005;
Goddard, Goddard, & Tschannen-Moran, 2007). Additionally, Haghighi-Shirazi et al.
(2015) concluded through extensive interviews and analysis of the interviews that
“teachers should be provided with enough opportunities which foster team work and
collaboration” (p. 46).
Types of Professional Development
Historically, teachers worked in isolation (Cosenza, 2015; Dewey, 1904/1964).
However, a shift in professional development practices focusing on learning communities
requires more attention on effective professional development that translates into
immediate and improved teaching practices (DuFour & Eaker, 1998). Rodgers and
Skelton (2013) stated, “Teamwork makes stronger teachers to help weaker teachers and
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produce improvements in teaching by sharing techniques and information” (p. 1).
Additionally, Butler and Schnellert (2012) described the benefits for teachers to break out
of isolation and work in a collaborative professional learning community. By doing so,
teachers can “find joint solutions to shared problems, exchange practice, knowledge, and
expertise, and foster school improvement” (Butler & Schnellert, 2012, p. 1208). To
support students in class, the most successful teachers are the ones who seek
collaborative opportunities with colleagues that support change in instructional practices
(DuFour & Eaker, 1998). As the literature highlights, teachers need professional
development to grow and develop as educators. Teachers are emerging from the isolated
work environment to a community of learners, sharing ideas for the benefit of students
and their academic achievement (Cosenza, 2015; DuFour & Eaker, 1998).
Professional development can take many forms (Desimone, 2009). Many learning
activities can be considered professional development beyond the traditional activities of
workshops, conferences, and seminars (Desimone, 2009). Learning can take place in
myriad situations including reflecting on classroom practices, hallway discussions with
colleagues, and formal professional learning communities (Adams, 2014; Avalos, 2011;
Desimone, 2009; Soine & Lumpe, 2014). Learning is organic and can happen anywhere
and at any time (Desimone, 2009). Opfer and Pedder (2011) explained that, for
professional development to have long-lasting changes in the classroom, there must be a
connection among the activity, the teacher, and the school. Buczynski and Hansen (2010)
completed a case study and found, “The substance of what teachers are exposed to as
content specific pedagogical processes, as opposed to generic teaching skills, are more
easily transferred by teachers, and thus have a greater impact on student learning” (p.
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600). Additionally, Labone and Long (2016) discovered through a case study that specific
and sustained changes in teacher practice will positively impact student learning. “The
impact of quality teaching on student learning has led to an increased focus on
professional learning to support and improve teacher practice” (Labone & Long, 2016, p.
54).
Over the course of the past two decades, there has been a movement to shift the
name of professional development to professional learning (Guskey, 2000; Labone &
Long, 2016; Roesken, 2011). “Learning implies a more internal focus or constructivist
approach in which the teacher becomes an active participant who is responsible for his or
her own learning (Labone & Long, 2016, p. 55). The push to change the name of
professional development to professional learning is important to highlight due to the
shift in professional development practices over the past several decades. However, for
this research, I will continue to refer to professional learning as professional development
to be consistent with common references in past and current literature.
Courses, Workshops,
Conferences, and
Seminars
Courses, workshops, conferences, and seminars are often considered one-stop
professional development opportunities that do not optimally change teaching practices
(Bingham-Linn et al., 2010; Field, 2011). Yet, the workshop model is the most common
format of professional development (Field, 2011; Gullamhussein, 2013). “The one-time
workshop model assumes the only challenge facing teachers is lack of knowledge of
effective teaching practices and when that knowledge gap is corrected, teachers will be
able to change” (Gulamhussein, 2013, p. 10). Learning a new skill is not the most
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difficult part of learning process; the implementation of the skill is most difficult
(Gulamhussein, 2013). Therefore, one-stop professional development opportunities are
not the most effective professional development practices because they do not offer
follow-up for the implementation phase of learning a new skill (Gullamhussein, 2013;
Joyce & Showers, 2002).
Push for Professional Learning
Communities
The implementation of PLCs occurred in the late 1990s, the early 2000s, and
continues today (Murphy, 2012). As expressed by Lieberman, Miller, Weidrick, and von
Frank (2011), “Learning communities create and maintain an environment that fosters
collaboration, honest talk, and a commitment to the growth and development of
individual members and to the group as a whole” (p. 16). Although PLCs vary from
school to school and from school district to school district, the purpose of PLCs remains
constant; namely, to improve teaching practice through collaborative practices with the
goal of improving student achievement (Lieberman & Miller, 2008; McLaughlin &
Talbert, 2006; Talbert, 2010). Knight (2012) stated, “Professional learning communities
were more likely to lead to implementation of newly learned instructional practices than
traditional approaches” (p. 56).
DuFour and Eaker (1998) stated, “Educators create an environment that fosters
mutual cooperation, emotional support, and personal growth as they work together to
achieve what they cannot accomplish alone” (p. xii). The purpose of PLCs is to have a
direct impact on student learning through groups of teachers working collaboratively
(DuFour & Eaker, 1998; Eaker et al., 2002). Hord (2009) stated, “The most significant
factor in whether students learn well is teaching quality. Further, teaching quality is
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improved through continuous professional learning” (p. 40). A professional learning
community is continuous professional learning for educators with the end goal of student
achievement (DuFour & Eaker, 1998).
Furthermore, PLCs often improve camaraderie and collaborative working
relationships among colleagues (DuFour, 2005; Linder et al., 2012). DuFour and Eaker
(1998) stated, “A professional learning community assigns a higher priority to building
the collective capacity of the group than the knowledge and skills of individuals” (p.
262). Therefore, PLCs have become a viable alternative to courses, workshops,
conferences, and seminars (DuFour & Eaker, 1998; Lieberman & Miller, 2008; Linder et
al., 2012).
Role of the Principal in Professional Development
The role of the principal has evolved over time. In the 20th century, the primary
role of the principal was akin to a manager (Nedelcu, 2013). In the 21 st century, the shift
to instructional leadership became a vital component of the role of the principal
(Hallinger & Heck, 2010; Spillane, 2006). As an instructional leader, the principal has a
responsibility to lead professional development to ensure teacher growth and
development that directly impacts student achievement (DuFour & Eaker, 1998). Hsiao
and Chang (2011) stated, “Principals have important responsibilities and should lead their
teachers in making changes as schools” (p. 628). However, due to increased
responsibilities, a principal is not able to manage every aspect of the role without
additional help or resources (Ross, Lutfi, & Hope, 2016). The scope of the role is greater
than one individual’s capacity to handle (Johnston, 2015).
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Buttram and Farley-Ripple (2016) suggested that the principal plays an integral
role in professional development. Through a mixed-methods research design, Buttram
and Farley-Ripple (2016) found a connection between principals and the implementation
of professional development as it relates to classroom practice. Furthermore, Buttram and
Farley-Ripple (2016) suggested the principal has a responsibility to support teacher
collaboration, specifically in PLCs. Key areas of collaboration among teachers include:
the use of data-driven instruction, planning of instruction, implementation of
interventions, and curriculum pacing (Buttram & Farley-Ripple, 2016). The principal is
also instrumental in offering teachers time and resources for effective professional
development (Talbert, 2010). An extensive amount of research is dedicated to the role of
the principal in professional development; however, a limited amount of research is
found on the role of the building leadership teams in professional development.
Fiscal Allocation for Professional
Development
One of the barriers to professional development for principals is fiscal allocation
(Odden & Picus, 2014). Expenditures for professional development are often difficult to
quantify due to the various perceptions of what constitutes professional development and
how it is allocated in budgets (Miles, Odden, Fermanich, & Archibald, 2004; Odden,
Archibald, Fermanich, & Gallagher, 2002). “Expenditures for professional development
are often lumped together with other unrelated spending in a broadly construed
expenditure category such as instructional support” (Odden et al., 2002, p. 58). Therefore,
researchers attempted to create a standard framework of professional development for the
purpose of cost benefit analysis (Odden et al., 2002). The most commonly used
framework includes teacher time dedicated to professional development, training and
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coaching, administration of professional development, materials, equipment, and facility
costs, travel and transportation, as well as fees associated with tuition and conferences
(Odden et al., 2002).
Effective use of funds. Odden and Picus (2014) stated that specific resources
necessary to extend effective professional development to teachers included “time during
the summer for intensive training institutes, on-site coaching for all teachers,
collaborative work with teachers in their schools during planning and collaborative time
periods, and funds for training” (pp. 110-111). Odden and Picus (2014) recommended
adding 10 days to a teacher’s contract to cover summer intensive training; however, in
reality, only an additional five days will need to be added since many teacher contracts
already include five designated professional days (p. 110). Odden and Picus (2014) also
recommended the addition of instructional coaches to assist with on-going, job embedded
professional development. The collaborative work that Odden and Picus (2014) refer to
specifies the need for administrative creativity in scheduling to ensure collaboration
among teachers. This cost is not part of the professional development budget (Odden &
Picus, 2014, p. 111). Finally, funds for training as described by Odden and Picus (2014)
refer to costs associated with external trainers, conference fees, and/or higher education
costs (p. 111). The overall additional cost per teacher is estimated at “$14,750 or an extra
21% over a core teacher’s salary and benefits” (p. 31). According to Odden (2011), “This
is a reasonable figure and represents a robust and comprehensive approach to funding all
the requirements for an intensive, ongoing, and systematic professional development
program that would address all school training needs over time” (p. 31). This may be
reasonable from Odden’s perspective; however, many school districts may not have the
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additional funds to support a robust change to a professional development budget. Miles
and Sommers (2016) suggested “a system’s ability to implement these strategies depend
on its current funding, capacity, and context” (p. 26). If a school or school district invests
in effective professional development, it “likely will be costly” (Miles et al., 2004, p. 2).
Odden and Picus (2014) suggested an effective use of funds is to heavily invest in
ongoing, job-embedded professional development to ensure teachers receive appropriate
support to continuously improve their practice and ultimately impact student
achievement. Additionally, Odden and Archibald (2009) suggested that administrators
often blame limited funding for the lack of ongoing professional development. However,
“Effective professional development is not expensive relative to overall spending and that
its key elements and their costs can be identified and afforded” (Odden, 2011, p. 26).
The literature related to effective use of funds for professional development is
limited. According to Odden (2011), “Very little of the professional development
literature identifies costs” (p. 26). This is a bold statement from the preeminent,
contemporary researcher on school finance.
Role of the Teacher-Leader in
Professional Development
Sagir (2014) suggested that, due to the ever-changing responsibilities and scope of
the role of the teacher, it is necessary for schools to offer meaningful professional
development opportunities. However, Hill (2009) concluded the majority of teachers only
participate in mandatory professional development required by their school district.
Cranston and Kusanovich (2015) took that a step further and suggested that even fewer
teachers become teacher-leaders because they do not have the support to do so early in
their careers. As the role of the teacher evolves, the role of professional development
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becomes more complex and necessary for teachers to continually improve their practice
(Rodgers & Skelton, 2013).
Teachers can build their capacity for leadership by leading professional
development (Cosenza, 2015; Sinha, Hanuscin, Rebello, Muslu, & Cheng, 2012).
Edwards and Hinueber (2015) stated, “Teachers at all career stages, if given the proper
support, can design and lead effective professional development” (p. 26). Furthermore,
Celeste (2016) stated that leaders of PD, including teacher-leaders, can “set the agenda
for professional learning by aligning it to classroom, school, and school system goals for
student and educator learning, using data to monitor and measure its effects on educator
and student performance” (pp. 10-11). Teacher-leaders are able to do this by providing
their expertise to professional development activities (Sinha et al., 2012).
“Teacher-leaders are vital to establishing a collaborative school culture that
fosters continuous improvement of teaching and student achievement” (Celeste, 2016, p.
11). This quote supports the idea that trust and collaboration are essential components of
professional development and teacher-leaders are integral to the success of effective PD.
For teacher-leaders to attain success, they must feel trusted and supported by their
administrators (Edwards & Hinueber, 2015). Additionally, “Teacher-leaders need to trust
that the administration will support them, even when they encounter initial resistance”
(Edwards & Hinueber, 2015, p. 27).
“By developing their capacity for leadership, teachers can make a difference
beyond their own classroom through empowering others” (Sinha et al., 2012, p. 19).
Leadership capacity is achieved by teachers believing in themselves as leaders and taking
on leadership roles to assist colleagues in professional development activities (Ghamrawi,
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2013). Additionally, Ghamrawi (2013) expressed, “Leading professional development
events by teachers is one possible structure for nurturing teacher leadership” (p. 181).
Leading professional development is an avenue to develop teacher leadership capacity
without a formal leadership role in a school.
Distributed Leadership Model
“Leadership is a process whereby an individual influences a group of individuals
to achieve a common goal” (Northouse, 2013, p. 5). The common goal related to this
study is the design and delivery of professional development. For teachers to reach their
fullest potential, professional development activities may be offered by schools. Through
a distributed leadership model, administrators and teacher-leaders influence constructive
change in their organization (Northouse, 2013). Distributed leadership is included in the
literature review since it is a leadership model where formal leadership roles are
distributed among individuals, such as BLT members (Harris, 2013; Klar, 2012; Woods,
2016). In education, distributed leadership relies on the leadership of several individuals
beyond the principal, often including teacher-leaders and additional school team
members (Hulpia et al., 2012). Leadership is shared among many individuals and tasks
are accomplished through a team effort. (Hulpia et al., 2012, p. 1746).
The role of teacher-leaders in a distributed leadership model is dependent upon
the direction of the principal (Ross et al., 2016). Teacher-leaders are often asked to join
leadership teams to help facilitate professional development opportunities at the school
building level (Cooper, Stanulis, Brondyk, Hamilton, Macaluso & Meier, 2016;
Nicholson, Capitelli, Richert, Bauer & Bonetti, 2016). Katzenmyer and Moller (2009)
expressed, “Teacher-leaders identify with and contribute to a community of teacher
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learners and leaders; and influence others toward improved educational practice” (p. 6).
Additionally, teacher-leaders, through a distributed leadership model, create a more
inclusive learning environment (Nicholson et al., 2016).
Hulpia et al. (2012) stated, “Distributed leadership is composed of four
components: quality of support, quality of supervision, distribution of support, and
distribution of supervision” (p. 1748). The seminal research of Spillane (2006) supports
the notion that distributed leadership is a collective of components. Combining these
components, “teachers feel more committed to the school if it is led by a leadership team
working in a cooperative way and where the leaders support teachers sufficiently”
(Hulpia et al., 2012, p. 1768). This statement is a testament that distributed leadership is
an effective leadership model in the educational realm. However, there is a gap in the
literature regarding how distributed leadership can drive the activities of a building
leadership team.
Building Leadership Teams
Building leadership teams consist of administrators and teacher-leaders working
collaboratively, often to create a vision for a school and to create professional
development opportunities to carry out the vision (Boylan, 2016; Caposey, 2013; Conner,
2015; Edwards & Hinueber, 2015). Hauge et al., (2014) suggested that there is a need for
collaboration among colleagues to make sustainable pedagogical improvements, and
through careful planning, it is possible to make impactful changes. The BLT is
considered an integral part and a key factor of the success of any school (Bryk et al.,
2010). To achieve success in a school environment, schools should distribute leadership
among administrators and teacher-leaders (Harris, 2010).
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Conner (2015) stated, “Relationships and authentic collaboration among faculty
may be the key to creating an effective learning environment” (p. 12). Collaboration
among the BLT and faculty is a necessary component to achieve the vision of the BLT
(Caposey, 2013; Conner, 2015; Hauge et al., 2014, 2014; Weiner, 2014). It is essential
for leaders and teachers to establish a rapport and build trust before a collaborative
relationship can begin (Troen & Boles, 2012). Cooper et al. (2016) suggested through a
case study, that teacher-leaders working cooperatively “need to build professional and
respectful relationships with colleagues through ongoing communication and feedback
that showcase their trustworthiness and instructional expertise” (p. 87). Furthermore,
Caposey (2013) and Troen and Boles (2012) found that, for authentic collaboration to be
achieved, there must be a clear vision and shared purpose. DuFour and Mattos (2013)
stated, “The most powerful strategy for improving both teaching and learning is to create
the collaborative culture and collective responsibility” between faculty and the BLT (p.
37).
Teacher-leaders who are designated for leadership roles on a building leadership
team are in a unique and sometimes difficult position. These teacher-leaders are often
tasked with implementing change from a leadership position but also must continue to
maintain a collegial rapport with colleagues (Cooper et al., 2016). Teacher-leaders are
often the key link between administration and faculty in the implementation of vision and
goals through professional development activities (Opfer & Pedder, 2011). Cohesion
among building leadership team members, administration, and faculty is essential to
attain a school’s vision and goals (Cooper et al., 2016).
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Although some BLTs are formed to create a vision and implement PD
opportunities, many researchers have expressed limitations regarding the work of BLTs
(Hallinger, 2011; Wahlstrom, Louis, Leithwood, & Anderson, 2010; Weiner, 2014).
Weiner (2014) stated, BLTs “are broadly implemented, little attention has been paid to
the challenges their members face in implementation or how these challenges may impact
team performance” (p. 254). BLT members often face difficulty with instructional
leadership due to the lack of vision or purpose not communicated by the principal or
administrative team (Weiner, 2014). In contrast, Hallinger (2011) suggested BLTs must
work collaboratively to create a vision and carry out the vision through PD opportunities
and not solely rely on the direction of the administration. Although there are minimal
conflicting views regarding the work of building leadership teams, research related to
BLTs is limited.
Conclusion
The shift of the traditional role of the principal as manager to instructional leader
and the emergence of the collaborative work of building leadership teams is of particular
interest. Building leadership teams are often assembled to create a clear vision for a
school and implement the vision through professional development activities (Caposey,
2013; Edwards & Hinueber, 2015). However, the interplay between the leadership style
of the principal and the work carried out by the BLT is often not addressed in the
literature. The principal’s leadership style has a major influence on how a BLT carries
out professional development activities (Avci, 2015). Yet, there is limited research
highlighting the importance of leadership methods in the work of the BLT. Additionally,
as highlighted throughout the literature review, there is extensive research on the role of
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the principal and the role of the teacher-leader. However, there is a gap in the literature
regarding the specific role of building leadership teams, especially related to middle
school education and the impact in the design and delivery of professional development
activities. Therefore, with the gap in the literature related to BLTs and the design and
delivery of professional development, this study is warranted. Educational leaders must
recognize the importance of creating a cohesive BLT with a shared vision regarding
effective professional development activities.
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CHAPTER III
METHODOLOGY
The purpose of this study was to explore the role that middle school building
leadership teams had in professional development (PD). In the literature review, research
was highlighted regarding the importance of the role of the principal in professional
development (Buttram & Farley-Ripple, 2016; DuFour & Eaker, 1998; Hallinger &
Heck, 2010; Murphy, 2002; Spillane, 2006; Supovitz et al., 2010; Tschannen-Moran,
2004); however, there was minimal research regarding the impact of middle school
building leadership teams (BLTs) related to their responsibilities of professional
development. The intent of this study was to add to the body of research regarding the
role that middle school BLTs, beyond the principal alone, have on designing and
delivering professional development. It was anticipated that the findings may provide
principals valuable insight regarding the collective influence of a BLT related to
professional development.
Restatement of the Problem
The responsibility of professional development often lies with building leadership
teams as a group. The research problem was the lack of information on how to
appropriately structure a middle school building leadership team for the purpose to create
effective professional development. There were limited studies regarding the role of
BLTs related to professional development. Also, there was a dearth of information on
how principals should structure BLTs related to professional development. Therefore, it
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was appropriate to study the role that middle school building leadership teams have
related to professional development. Examining middle school building leadership teams
in action through a distributed leadership model, using qualitative methods, practices
were identified regarding the role of BLTs in professional development. With this
information, school leaders could implement these practices into their own BLT
structures to improve professional development practices.
Research Question
In order to contribute to the body of research regarding middle school building
leadership teams and their relationship to professional development, the research question
that guided this study:
Q1

What is the role of the middle school building leadership team in
professional development?
Qualitative Research Design

Merriam (2009) stated, “Qualitative researchers are interested in understanding
how people interpret their experiences, how they construct their worlds, and what
meaning they attribute to their experiences” (p. 5). A qualitative design approach was
appropriate because I sought to uncover the role of middle school building leadership
team members related to professional development. Specifically, two case studies of two
separate middle school building leadership teams were completed for this study.
Epistemology
The epistemological view of this qualitative study was constructionism. Crotty
(1998) described constructionism as “the belief that all knowledge, and therefore all
meaningful reality as such, is contingent upon human practices, being constructed in and
out of interaction between human beings and their world, and developed and transmitted
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within an essentially social context” (p. 42). In this study, meaning was constructed from
the interview data, the focus group data, the observations of the middle school building
leadership team members, and the collection of documents - not discovered. The
expectation of this study was to gain knowledge from the perceptions of the identified
participants to improve practices that influence professional development.
Theoretical Perspective
Interpretivism as a theoretical perspective was utilized in this study to understand
and dissect the unique perspectives of the individual BLT members, the BLT as a
collaborative group through focus group interviews, and the analysis of the group through
observations. According to Crotty (1998), interpretivism is based on the naturalistic
approach of data collection through socially derived interactions of those being studied.
The findings from this research aided in the interpretation of individual and group roles
of BLT members related to professional development.
Methods
Two separate case studies of middle school building leadership teams were
completed for this research study. Yin (2014) defined case study as “an empirical inquiry
that investigates a contemporary phenomenon in depth and within its real-world context”
(p. 16). The purpose of case study as a research method was to illuminate and identify
specific phenomena through the perceptions of the individuals being interviewed and
observed, as well as my perceptions of the individual interviews, focus group interviews,
observations, and collection of documents. Yin (2014) described a primary feature of
case study “relies on multiple sources of evidence, with data needing to converge in a
triangulating fashion” (p. 17). The perspective of the research participants and my
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interpretation of the data collected were at the core of this study. The perspective and
interpretation of the participants’ perspective was a powerful aspect of understanding
subjective experiences related to the role that each individual had on the building
leadership team and how the individual participated as a collaborative member of the
middle school building leadership team related to professional development. To
understand perspectives and interpret the subjective experiences of BLT members, a
combination of methods was utilized including individual interviews with BLT members,
focus group interviews, observations of BLT meetings and activities, and the collection
of documents related to professional development planning and activities.
The individual BLT member had a role as an individual contributor to the BLT
and also as a collaborative team member working in unison with the BLT to design and
deliver PD. The goal of the interview method was to uncover information from the
perspective of individual middle school building leadership team members related to the
PD. This information assisted me, the researcher and a middle school principal, to
understand the context of how the individual BLT member contributes to the building
leadership team, specifically related to professional development. Individual interviews
allowed me to “uncover networks of information, narratives, and meaning to understand
the context in which they operate” (Vogt, Vogt, Gardner, & Haeffele, 2014, p. 39).
Utilizing individual interview questions allowed participants to express their opinions
freely, without judgment from superiors or peers within the BLT. It was essential to
understand the personal perspective of the individual BLT member separate from the
group.
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Another layer related to the collection of data were focus group interviews. In
direct contrast to individual interviews, focus group interviews attempted to allow me to
understand the group dynamics of the BLT. In the focus group interviews, I sought to
understand the social relations of the group and how the social relations impacted PD. I
also sought to understand each individual’s role within the group as it relates to PD.
Additionally, I used observations to gain deeper meaning and understanding of
how the middle school BLT operated as a group and how the group designed and
delivered professional development collaboratively. I observed each BLT after I
conducted individual interviews and focus group interviews to ensure I had built a
rapport with each group. After building trust and rapport with each BLT, my intention
was to observe each BLT as a nonparticipant observer to collect data and record the
phenomena under study. Creswell (2015) stated, “A nonparticipant observer is an
observer who visits a site and records notes without becoming involved in the activities
of the participants” (p. 213). The intention was to observe the group while developing
ideas related to PD and to witness how the design of PD came to fruition. The data
collected were in the form of field notes. The field notes were broken down into
descriptive field notes and reflective notes. The descriptive notes highlighted the actual
events and activities that took place. The reflective field notes were my interpretation of
the events and activities that took place.
Finally, throughout the case study, I collected documents related to professional
development. The purpose for collecting supporting documents was “to understand the
central phenomena” (Creswell, 2015, p. 222). Documents were in the form of
presentation materials, documents for dissemination to PD participants, and all
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supporting materials for professional development administered by each building
leadership team.
The combination of these four approaches of collecting data assisted me in the
identification of themes related to the role the BLT played in PD. Having four layers or
modes of data collection allowed me the opportunity to compare data to develop themes
and understand the phenomena. Additionally, having four layers of data collection
assisted me with triangulating the data.
Data Collection
For data collection, a standard process was used that included the identification of
participants, appropriate access to individuals and sites, determination of the types of data
collected, and the development of data collection forms (Briggs, Coleman & Morrison,
2012; Creswell, 2015; Merriam, 2009). The sequence of steps was integral to the design
of the study and these steps were interrelated. The approach, including these steps, fit
well with this qualitative study since the goal was to explore the phenomena from the
perspective of individual and group members of middle school building leadership teams.
The individual interviews, focus group interviews, and observations of the BLTs enabled
me to collect rich data that helped me answer the research question. The intention was to
learn from the participants and interpret meaning through the collection of data.
Participants
I choose to focus on the Denver Metro area due to increased number of schools
that fit the initial and additional criteria. I also choose to focus on middle schools due to
my background as a middle school principal. The Colorado Department of Education
breaks down pupil membership of the 178 school districts in the state of Colorado into
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five categories based on the number of students and locale: Denver Metro, UrbanSuburban, Outlying City, Outlying Town, and Remote. Denver Metro, consisting of the
largest student membership of the five categories, includes 15 school districts across six
counties, representing 56.29% of the Colorado student population or 506,127 students
(CDE, 2016). In the Denver Metro area, there are 55 middle schools serving grades six,
seven, and eight. For the purpose of this study, I applied two additional criteria to select
two schools to compare, median student population or greater and School Performance
Framework (SPF) data. The median number of students was utilized since there were
outliers that impacted the mean. The average student population among the 55 schools
was 824 students and the median student population was 758 students. SPF data used to
select schools for the study were focused on the academic longitudinal growth category.
Each school considered to be part of the study had a minimum of 758 students and a
classification of “meets expectations” or “exceeds expectations” in the SPF academic
longitudinal growth category. Achieving a “meets expectations” or “exceeds
expectations” was perceived as the school doing well academically. Applying this
criteria, 16 schools were viable options to study. However, I am the principal of one of
the schools. Therefore, I eliminated my institution from the list, leaving 15 schools that
fit the criteria.
For the purpose of this study, I completed two case studies of two middle school
BLTs within the Denver Metro designation; the schools fit within the range of school size
and achieved a minimum standard of SPF academic longitudinal growth data to research
behavior of a middle school BLT in relationship to professional development activities.
The Denver Metro area represents the majority of students in Colorado; therefore, a
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larger pool of schools that fit the criteria was from this category. Each school was a
public middle school (non-charter) servicing sixth, seventh, and eighth grades. Only
public middle schools were included since the public schools were bound to Colorado
Department of Education rules and policies. The purposeful sampling of these two sites
was to develop a detailed understanding of BLTs at the middle school level. This choice
was driven by the research question to understand the role that a middle school building
leadership team had in professional development.
The number of participants for the study was dependent upon the number of
building leadership team members at each school as designated by the principal. Each
adult participant was a current member of the building leadership team at the time of the
study. Additionally, the principal of each school had, at minimum, three years of
experience as principal at the identified school. The reason for the minimum of the threeyear experience requirement was to ensure that each principal being interviewed had indepth knowledge and expertise as an instructional leader at the school identified for the
case study and established trust as the leader of the BLT.
Permission to Be Studied
Approval from the University of Northern Colorado Institutional Review Board
(IRB) was gained before the study commenced (Appendix A). Procedures following the
University of Northern Colorado IRB were followed with fidelity. An initial letter of
introduction was sent to the superintendent of the identified school district fully
explaining the purpose of the study and requesting consent to conduct the study at the
two school locations. Once school district approval was gained, school approval from
each principal was requested. After approval from the school districts and the school
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principals had been attained, the University of Northern Colorado IRB process and
procedures were adhered to before the study proceeded. Once the University of Northern
Colorado IRB application had been approved, I met with the respective building
principals to explain the purpose of the study in further detail. Additionally, I requested
assistance from the principals to identify the building leadership team members.
Following the initial meeting with the principals, I spoke directly with the identified
middle school BLT members at each respective BLT meeting to explain the purpose of
the study in detail.
Participation in this study was completely voluntary. Focus group interviews and
observations of the middle school building leadership team meetings were coordinated
with the principal of each school. Individual interviews with the participants were
organized directly with each participant. Times and locations of interviews were mutually
agreed upon. All participants were asked to sign a consent form prior to being
interviewed for the study. Participants in the study were identified by pseudonyms for
confidentiality purposes. The school district and school names were assigned
pseudonyms for confidentially purposes as well. Only the researcher in the study has a
key with names and identifiers. The process was in alignment with the requirements of
the IRB at University of Northern Colorado.
Types of Data Collected
and Development of
Collection Forms
My intention was to collect data through a variety of sources including individual
interviews, focus group interviews, observations, and documents related to professional
development planning and activities. Individual interviews were conducted with middle
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school building leadership team members at each site at an agreed upon time and
location. Open-ended, semi-structured questions were asked of participants so “the
participants could best voice their experiences unconstrained by any perspectives of the
researcher or past research findings” (Creswell, 2015, p. 216). The semi-structured
interview format fit best since interviewees had an opportunity to follow up any question
with open ended time to share additional information that was relevant. It also provided
an opportunity for follow-up questions and additional probing questions. An interview
protocol was developed (see Appendix B). The protocol contained space for information
regarding the interviewee, a brief description of the study, and the specific questions to be
asked. I took notes on the interview protocol form in addition to digitally recording all of
the interviews.
Prior to beginning the interviews with each identified participant, I piloted the
interview questions with middle school building leadership team members outside of the
identified schools for the study. The individuals were colleagues within the school district
where I am employed and were current BLT members at their respective schools. I set up
individual interviews with BLT members and asked each question identified in the
protocol. Through this process questions were revised based on responses received from
the pilot BLT members. For example, I originally asked, “Does your role on the BLT
impact professional development?” When I piloted that question I received short
responses. I revised the question to, “Tell me how your role on the BLT impacts
professional development in your building?” The subtle change impacted how
participants answered the question. The interviewees gave more in-depth answers. The
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goal was to have the best questions that would elicit appropriate responses to answer the
research question.
Similar to the interview protocol, I created a focus group protocol (see Appendix
C). The purpose of the focus group interviews was to elicit shared perspectives among
middle school building leadership team members and how individuals collaborate as a
team to design and deliver professional development. Through a pilot group of BLT
members consisting of colleagues employed in the school district where I work, questions
were revised based on feedback and ensured appropriate questions were asked to elicit
responses that would answer the research question. I met with the pilot group at a
mutually agreed upon time and asked all questions on the focus group protocol form.
I observed middle school building leadership team meetings, professional
development planning meetings, and professional development activities. An observation
protocol was developed (see Appendix D). On the observation protocol form, I included
an area for a detailed description of the meetings and/or professional development
activities. Additionally, on the form, I included space to record my own reflective notes
that highlighted my perspectives regarding emerging insights and themes related to the
role that each BLT member had in the creation of PD. This became a detailed observation
journal. The observation protocol used was based on the site visit protocol work of Vogt
et al. (2014). The specific elements used to design the observation protocol enhanced the
data that were collected and limited personal bias. The elements used were broken down
into structure, process, and goals/outcomes/measures (Vogt et al., 2014, pp. 132-134).
Additionally, through individual interviews, focus group interviews, and
observations, I requested documents that were created for professional development. The

49
documents were related to the professional development planning and to professional
development activities. The documents supported the case study through triangulation.
The purpose of collecting data through a variety of sources including individual
interviews, focus groups, observations, and document collection was to understand the
role of each individual middle school building leadership team member and how the role
related to the effort of the entire BLT around professional development. All of the data
collected from the individual interviews and focus group interviews were digitally
recorded. Additionally, I kept detailed field notes of all observations and collected
documents related to professional development activities. The observational data and
document collection are kept in a locked file cabinet in my home office.
Analysis and Interpretation of
Qualitative Data
To answer the overarching research question, I followed a process to analyze the
data. Creswell (2015) stated, “There is no single, accepted approach to analyzing
qualitative data” (p. 237). Therefore, I utilized guidelines from several sources (Creswell,
2015; Dey, 1993; Saldaña 2009; Vogt et al., 2014). I utilized a common process that
included several steps: organizing data, coding the database, forming themes,
representing the findings, interpreting the meaning of the findings, and validating the
accuracy of the findings. This process entailed organizing all data collected throughout
the study. This traditional qualitative process was appropriate for this study due to the
streamlined steps and the volume of interviews and observations that took place. I used
Creswell’s overall process as a guideline; however, throughout the coding and analysis
process I utilized guidelines from Dey (1993), Saldaña (2009) and Vogt et al. (2014).
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Preparing and Organizing
the Data
The first step in the process set the stage for all other steps. During this process, I
first transcribed all of the individual and focus group interviews. I ensured that the data
were organized by individual interviews, focus group interviews, observations, and
documents collected during observations and interviews. The transcribed data and
observational data are kept in files on my personal computer that is passcode protected.
The collected data in hard copies are kept in a locked file cabinet in my home office.
Exploring and Coding
the Database
I initially transcribed all of the individual and focus group interviews myself. As
suggested by Creswell (2015), I immersed myself in the data by reading and rereading
the information to initially explore the data. Several researchers suggested writing
analytical memos at this stage to assist with the actual coding and future analysis
(Creswell, 2015; Dey, 1993; Saldaña, 2009). As stated by Saldaña (2009), “Whenever
anything related to and significant about the coding or analysis of the data comes to mind,
stop whatever you are doing and write a memo about it immediately” (p. 33). This
allowed me to see data from various angles.
The second step was to open code the data. “Coding is the process of segmenting
and labeling text to form descriptions and broad themes in the data” (Creswell, 2015, p.
242). The purpose of coding the data was to understand the general or broad themes that
emerged from the research. Saldaña (2009) suggested that the coding process should go
through two cycles. The first cycle of coding was direct and included attribute coding –
basic descriptive coding, structural coding – conceptual phrasing of data, in vivo coding –
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participants’ own words, and values coding – participant’s values, attitudes, and beliefs
(Saldaña, 2009, p. 48). During this process, I searched for overlap among codes and
ensured that all data were segmented. During this phase of coding “the focus is on
validity or appropriateness of the codes” (Vogt et al., 2014, p. 14).
The second cycle of coding involved “pattern coding and/or focused coding for
categorization of … coded data as an initial analytic strategy” (Saldaña, 2009, p. 48).
During the second cycle of coding, I recoded data and condensed codes into specific
concepts. Additionally, during the second cycle of coding, the primary focus was on
“coding for analysis, more emphasis on reliability or consistency” (Vogt et al., 2014, p.
14). By completing the coding process, I was able to transition to forming themes and
describing findings (Appendix E).
Forming Themes and
Describing Findings
Forming themes and describing findings was an essential step in the process.
“Describing and developing themes from the data consists of answering the major
research questions and forming an in-depth understanding of the central phenomenon”
(Creswell, 2015, p. 246). The themes were an aggregate of the codes consolidated
through analysis to answer the research question, also known as axial coding (Merriam,
2009).
I developed broad themes based on the first and second cycle of coding.
Additionally, I condensed all of the codes into broad themes. Creswell (2015) suggested
condensing themes into the following types: “ordinary themes, unexpected themes, hardto-classify themes, major and minor themes” (pp. 248-249). Separating the codes into
categories allowed me to analyze data from different perspectives.
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Representing and Reporting
Findings
After the data were coded and analyzed, I created a logical way to report the
findings. In qualitative research, a narrative discussion is the most common way to
summarize the data in a detailed and organized fashion (Creswell, 2015). The findings
were organized by theme to answer the research question. Dialogue and quotes from the
interviews were included to support the theme descriptions. Additionally, figures were
created as a visual representation of the data in conjunction with the narrative discussion.
Interpreting the Meaning
of the Findings
“Interpretation in qualitative research means that the researcher steps back and
forms some larger meaning about the phenomenon based on personal views, comparisons
with past studies, or both” (Creswell, 2015, p. 256). During this process, I summarized
the major findings of the study related to the research question. Included was my own
personal reflection. Creswell (2015) suggested the researcher in qualitative research has
keen insight on the data since the researcher had a personal connection to the individuals
in the study; therefore, it is appropriate to reflect on the greater meaning of the data
discovered. Another essential step in interpreting the meaning of the findings was to
make comparisons to the literature to express how the study supported and in some areas,
contradicted previous studies (Creswell, 2015).
Credibility and Trustworthiness
“Validating findings means that the researcher determines the accuracy or
credibility of the findings through strategies such as member checking or triangulation”
(Creswell, 2015, p. 258). As the researcher, it was my responsibility to ensure the validity
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of the study. To do so, I incorporated triangulation and member checking into the study
as described below.
Triangulation. Using multiple data points during the collection process including
individual interviews, focus group interviews, observations, and document collection is a
form of triangulation (Merriam, 2009). “Triangulation using multiple sources of data
means comparing and cross-checking data collected through observations at different
times or in different places, or interview data collected from people with different
perspectives or from follow-up interviews with the same people” (Merriam, 2009, p.
216). Examining multiple data sources was a way to ensure credibility and validity and
was employed throughout the study. A primary form of triangulation was the
examination of the individual interviews to the focus group interviews. I corroborated
evidence collected in individual interviews to the focus group interviews to ensure
evidence from both types of data sources supported the themes that emerged.
Member Checking. In addition to triangulation, member checking was employed
to ensure validity. Member checking was the process of allowing participants to review
data for accuracy (Creswell, 2015). Merriam (2009) suggested researchers take
transcribed data to the participants to ensure that the “interpretation rings true” (p. 217).
This process allowed participants to confirm if the transcripts were not only accurate but
a true representation of their words (Creswell, 2015). I checked in with every participant
to confirm the accuracy of their words. All participants confirmed their words were
accurate and represented their meaning.
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Researcher Stance
My entire career has been related to professional development in different
capacities. The first 11 years of my career was spent in training and development in the
corporate sector. The impact of professional development in a corporate setting is
extremely straightforward and quantifiable in terms of improved performance and bottom
line profits. The past 10 years of my career have been in public education. Five of the 10
years I have been responsible for professional development for educators on a variety of
topics ranging from data-driven instruction to backwards planning. My experience has
proven to me it is difficult to gauge the impact building leadership teams have on
effective professional development in the public school arena. In addition, as a former
teacher, I attended an extensive amount of professional development sessions. Few of the
sessions had a direct impact on my teaching practice.
As a doctoral student in the field of Educational Leadership and Policy Studies
and as a middle school principal, I am fully vested in the leadership capacity of middle
school building leadership team members specifically regarding the development and
delivery of professional development. My life is dedicated to improving instruction
through responsive and meaningful professional development that has a direct impact on
improving teaching practices. My intention is to assist middle school building leadership
teams improve professional development.
Since I am personally invested in this subject as a middle school principal and a
leader of a building leadership team, I had to set aside my own experiences to truly
understand each individual’s input, experience, and point of view. All participants had
their own perspectives regarding BLTs and how the team designed and delivered
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professional development. I adhered to strict ethical conduct by not influencing
participants. I was cognizant to remove my own personal perspective and bias from the
research and I acknowledged there were various ways to organize BLTs effectively to
design and deliver professional development.
In addition, I made assumptions throughout this study. First and foremost, I
assumed that the individuals being interviewed in this study were providing me honest
answers to the questions posed. Also, I assumed that each individual who participated in
the study understood the purpose and was willing to be open and honest. Furthermore, I
assumed that each middle school building leadership team member was engaged in
designing and delivering professional development because of the belief that professional
development is an appropriate way to improve teaching practices that ultimately impact
student achievement.
Limitations
The primary limitation of the study was the fact I am employed by the school
district where the study was completed. The principals at the schools are my colleagues,
and I work consistently and collaboratively with each principal through school district
meetings. Additionally, the participants were aware that I am a principal within the
school district. It took a significant amount of time to gain the trust of the participants and
ensure the participants that my findings would not be shared with anyone including their
principal or their evaluator. I adhered to the University of Northern Colorado Institutional
Review Board policies and conducted myself in the utmost ethical way during this
research study.
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Another limitation of this study was the small number of participating middle
school building leadership teams. I only interviewed BLTs in the Denver Metro area.
Colorado is a large state with 178 school districts of varying sizes. The schools in the
Denver Metro area are generally larger than schools outside of this area and have a very
different student population than schools in rural areas of Colorado. An additional
limitation was the focus on middle school BLTs instead of including elementary schools
and high schools. For future studies, the inclusion of other levels of schools and schools
outside of the Denver Metro area would be appropriate.
Conclusion
The purpose of this study was to examine the role that building leadership teams
had in professional development. The process entailed individual interviews, focus group
interviews, observations, and document collection. Specifically, I observed building
leadership team meetings and professional development sessions led by BLT members.
The document collection was related to specific professional development sessions. All
information collected was coded and analyzed carefully to develop specific themes. The
intention of the research was to add to the limited body of research of building leadership
teams related to professional development. Additionally, the intention of the research was
to allow educational leaders to review the findings and find out what resonates with them.
From this research, educational leaders may be able to make informed decisions
regarding the use of building leadership teams regarding professional development.
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CHAPTER IV
FINDINGS AND ANALYSIS
In this qualitative multiple-case study, the role of middle school building
leadership teams have in professional development was examined to understand a
possible way to structure a middle school building leadership team. The participants in
this study consisted of seven administrators and 14 teacher-leaders from two separate
middle schools in the Denver Metro area, Aspen Cliffs Middle School and Rainbow
Middle School. Both schools fit the selection criteria highlighted in Chapter III. All
names are pseudonyms in order to maintain confidentiality. Participants from Aspen
Cliffs Middle School were assigned names related to trees: Alder, Ash, Birch, Pine, Oak,
Woods, Forrest, Thorne, Woodland, Willow, and Palm. Participants from Rainbow
Middle School were assigned names related to colors: Black, White, Gray, Green,
Brown, Silver, Gold, Tan, Blue, and Red.
Organization of the Chapter
I organized this chapter in a discussion format beginning with a description of
each school in the study as well as a description of each participant in the study. There
were a total of 21 participants in the study, of which 11 individuals participated in oneon-one interviews. My intention was to interview all 21 participants; however, only 11
BLT members agreed to participate in the one-on-one interviews. I observed two formal
building leadership team (BLT) meetings, one at each respective school. I conducted two
focus group interviews, one at each school. During the focus group interviews, the
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majority of the participants seemed reluctant to speak freely and openly in front of their
administrators. The one-on-one interviews were relied upon heavily since all individuals
who participated in the one-on-one interviews appeared to speak frankly and honestly.
Throughout the discussion, I highlighted direct quotes from the one-on-one interviews to
support the emergent themes of the study. Additionally, I observed full-day professional
development sessions at each school. I also collected and analyzed documents from the
respective BLT meetings and professional development (PD) sessions in an attempt to
answer the research question.
Throughout the analysis, I referred to participants by their respective pseudonym
and their job responsibility, such as principal, assistant principal, dean, professional
learning specialist, or teacher. All participants were members of their respective school’s
building leadership team and had responsibilities beyond their contractual job description
of administrator, professional learning specialist, or teacher. I observed all the
participants during BLT meetings, professional development sessions, and all BLT
members participated in the focus group interviews.
I conducted two separate case studies for this research. The schools were
comparable regarding the populations they serve and were also part of the same school
district. Throughout the discussion and analysis, I discussed the cases together due to the
similar themes to emerge from the data. I also highlighted information when the two
schools diverged in practice and did not exhibit the same results. Throughout this chapter
I will summarize and compare the emergent themes with the findings of current research.
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The Role of Middle School Building Leadership
Teams in Professional Development
A building leadership team is considered an integral part and a key factor of the
success of any school (Bryk et al., 2010). The research problem addressed focused on the
need to understand the role of a middle school building leadership team with a focus on
guiding professional development. Two schools were selected for this qualitative study
that had established BLTs and a principal leading the BLT with a minimum of three years
of experience. The purpose of the multiple-case study was to illuminate and identify
specific phenomena through perceptions of the individuals being interviewed and
observed, as well as my perceptions of the individual interviews, focus group interviews,
observations, and collection of documents to understand the role of a middle school BLT
in professional development. Through the collection of data and analysis of the data,
meaning was constructed to define the role of a middle school BLT in professional
development. Knowledge was gained from the perceptions of the identified participants
to understand the role of middle school BLTs and their influence in professional
development.
The findings of this study are presented to answer the research question:
What is the role of a middle school building leadership team in professional
development?
Each middle school in the study had a BLT consisting of administrators and teacherleaders. Each BLT focused on professional development with the integration of a
distributed leadership model. Through the analysis process, Aspen Cliffs Middle School
utilized the distributed leadership model more deeply than Rainbow Middle School by
permitting all members of the BLT to take on specific leadership roles and increased
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responsibility. From my perspective, the research question is answered through the
presentation of four emergent themes: (1) design and delivery of professional
development; (2) building capacity; (3) mentoring new teachers; and (4) time. Within the
four primary themes, several sub-themes emerged. Under the theme of design and
delivery of professional development, the sub-themes of structure and purpose,
facilitation, and personalization emerged. Under the theme of building capacity, the subthemes of collaboration and empowerment emerged. Under the theme of mentoring new
teachers, the sub-themes of culture and input emerged. The themes and sub-themes are
summarized to demonstrate the relevance of how each BLT is structured to support
professional development at the middle school level. Quotes from the one-on-one
interviews are highlighted throughout the discussion to support the findings and bolster
trustworthiness. Additionally, the description of observations and documents collected
are highlighted to triangulate the data where appropriate.
Aspen Cliffs Middle School
When I first met with the principal of Aspen Cliffs Middle School (ACMS), he
described ACMS as priding itself on being a neighborhood middle school that serves just
under 1,000 students in grades six, seven, and eight. The principal characterized the
school in a variety of terms including: a relatively low poverty level, a wide array of
academics and extra-curricular activities, and a positive climate and culture. This
information is also highlighted on the school’s website, as well as the school district’s
website, to describe the school. There is a relatively low poverty level, under 12%, as
measured by the number of students that qualify for Free and Reduced Lunch status
adhered to by the Colorado Department of Education. As described by the principal,
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ACMS offered an array of academic and extra-curricular activities to fit the needs of
most students. The principal believed that students at ACMS are challenged on a daily
basis to think critically and engage in creative endeavors that enhance the learning
experience through Project Based Learning and the workshop model. Academics was
described as a priority at ACMS by the principal, and students are offered advanced
courses in mathematics, science, and language arts. Electives encompassed a wide array
of technology classes, performing arts, and fine arts. Students at Aspen Cliffs Middle
School are encouraged to participate in extra-curricular activities including athletics,
clubs, and organized activities such as drama productions and the robotics team.
Additionally, as expressed by the principal, Aspen Cliffs Middle School put an emphasis
on school culture and offered students an intensive wellness program that supports
students socially and emotionally.
The overall fiscal allocation for professional development at ACMS is $25,000.
Approximately $15,000 of the funding covered registration fees and travel for outside
professional development opportunities. The remaining $10,000 covered the costs of all
internal professional development provided by ACMS for faculty. Additional funding to
cover a $1,500 stipend per teacher-leader on the BLT is also added to the ACMS budget.
The total expenditure for BLT stipends was $9,000 per academic year.
Participants in Study from
Aspen Cliffs Middle
School
The BLT from Aspen Cliffs Middle School consisted of four administrators – a
principal, two assistant principals, and a dean — and eight teacher-leaders. One of the
assistant principals did not participate in the study. The teachers represented several
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academic departments including: language arts, math, science, social studies, wellness
(physical education and health), world languages, and electives. The BLT representatives
had extremely varied backgrounds and experiences ranging from four years of teaching
experience to over 22 years of teaching experience. Each participant’s background is
highlighted in Table 1. Also, all participants in the study are profiled in depth below.
Table 1
Aspen Cliffs Middle School: Participants’ Position, Years on the Building Leadership
Team, and Years in the Educational Field
______________________________________________________________________
Participant name
Position
Years on building
Years in education
leadership team
(approximate)
______________________________________________________________________
Ryan Alder*
Principal
3
10
Jeanne Woods
Assistant Principal
5
25
Elizabeth Ash*
Dean
2
17
Chelsea Birch*
Wellness Teacher
1
8
Mary Oak*
Language Arts Teacher
1
22
Stephanie Pine*
Science Teacher
2
4
Tina Forrest
Language Arts Teacher
2
20
Kathy Thorne
Social Studies Teacher
1
15
Peter Woodland
Teacher Librarian
2
15
Marie Willow
French Teacher
1
15
Adam Palm
Math Teacher
3
22
_____________________________________________________________________
Note. * = one-on-one interview participant
Ryan Alder, principal, noted the selection of BLT members with varied
backgrounds was intentional. Alder, as well as the rest of the administrative team at
ACMS, believed the reason their BLT was successful is due to the people. Alder
expressed:
We intentionally chose very different educators to be involved with the BLT;
some have many years of experience while others may only have one or two
years. The important part is the individual is making a difference and impacting
the classroom. Additionally, we didn’t want a group mentality. It is easy to move
forward when everyone thinks the same way. In our BLT, everyone has a voice.
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The BLT members at Aspen Cliffs Middle School appreciated the diversity. The
perception of the BLT members indicated that staff members also appreciated the
diversity among the BLT members. Teachers were able to connect with at least one BLT
member because of the diversity. The BLT members were not viewed as the chosen few
to represent the building. The BLT members represented everyone at Aspen Cliffs
Middle School. Birch, teacher, conveyed her thoughts regarding the make-up of the BLT
members as such:
We have some great minds in there and different thinking. We are all in very
different roles, but working for the same goal. I think that can make it successful.
We are not all the same type of person. We really capture our whole staff and the
thinking of our whole staff.
Pine, teacher, echoed Birch’s sentiments:
We have a wide variety of people, different mindsets. I think we have a lot of
different perspectives and backgrounds, people that connect to different parts of
that. So we all have different strengths and different ways of looking at things.
Through observations, I perceived the entire building leadership team at ACMS worked
collaboratively and respected one another. The BLT members’ varied experiences were
an asset to the team. Members did not always agree; however, they worked cooperatively
for the benefit of all teachers in the school to provide meaningful professional
development opportunities.
Ryan Alder, Principal. Alder was inspired to go into the field of education by
his mother and other family members who were teachers and professors. He had a strong
math and science background and eventually became a high school chemistry teacher
after considering other career fields. After several years in the classroom, he transitioned
into an administrative role as an assistant principal. Alder found himself moving up the
administrative ladder quickly and became a middle school principal after serving as an
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assistant principal at the high school level. Alder has served as principal of Aspen Cliffs
Middle School for the past three years. During his short tenure as principal, his focus has
been three-fold: improving the climate and culture of the school, developing personalized
professional development opportunities, and building capacity among all faculty and staff
members. Alder was an extremely positive individual who consistently expected
continuous improvement from everyone, staff and students alike, at Aspen Cliffs Middle
School.
Jeanne Woods, Assistant Principal. Woods has been in the field of education
for over 25 years. She has spent her entire career in this school district. Woods began as a
classroom teacher; however, she has been out of the classroom in a school administrator
role for approximately 15 years. Woods was dedicated to Aspen Cliffs Middle School
and planned to remain in an assistant principal position for the remainder of her career.
She has served on the Aspen Cliffs Middle School BLT for the past five years.
Elizabeth Ash, Dean. Similar to Alder, Ash never intended to become a teacher.
She also had a strong science background which led her to become a high school biology
teacher. After many years in the classroom, Ash moved into a school district level role
focused on assessment. She spent four years at the school district level and realized she
missed the daily connections with students. She sought out an opportunity to be back in a
school setting and became dean of instruction at Aspen Cliffs Middle School. She has
been in her current role for two years. As dean, she worked closely with one grade level
and rotated with the students as they progressed through their academic career at ACMS.
She had a wide array of responsibilities including but not limited to: discipline, teacher
evaluations, assessment, implementation of technology in the classroom, and
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personalized learning. Ash has also been an active member of the building leadership
team for two years.
Chelsea Birch, Wellness Teacher. Birch originally worked in the health and
exercise field in a corporate setting before transitioning into the realm of education. She
was a wellness (physical education and health) teacher at Aspen Cliffs Middle School.
Birch wanted to “make a bigger difference.” She continued in the field of education
because every year she felt, “something gets better and I become a little bit more
effective and a little bit more effective and it sparks me to see where I can go, what work
can I really do.” Birch has taught for eight years, and this past year was her first year at
the middle school level. It was also her first year on the building leadership team.
Mary Oak, Language Arts Teacher. Oak is an experienced educator with over
20 years of teaching experience. She expressed a love for teaching and working with
kids. Elementary education was her first passion and she recently moved to the middle
school level for a change and a challenge. Oak, at the time of this study, was a sixth grade
reading teacher. Prior to moving to Aspen Cliffs Middle School, she served on the BLT
at an elementary school for four years where she was employed. She has served on the
ACMS building leadership team for one year.
Stephanie Pine, Science Teacher. Pine never intended to be a teacher. Her
original goal was to become a veterinarian. Her passion led her to advanced degrees in
anatomy and neurobiology. Pine was originally a scientist and then a teacher of adults in
a hospital setting focused on childbirth. Her desire to become a public school teacher
grew from her experience teaching adults in the private sector. Pine sought out an
alternative licensure program and became a middle school science teacher. She has been
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at Aspen Cliffs Middle School for the past four years and has served on the building
leadership team for two years.
Tina Forrest, Language Arts Teacher. Forrest has served as an educator in this
school district for approximately 20 years. She spent the first half of her career in
education as an elementary classroom teacher. Forrest transitioned to the middle school
level three ago and expressed that she admires the middle school age group. As a
language arts teacher, Forrest appreciated teaching only one subject compared to her days
of teaching multiple subjects on the elementary level. Forrest has served on the Aspen
Cliffs Middle School BLT for the past two years.
Kathy Thorne, Social Studies Teacher. Thorne has taught for over 15 years.
She recently transitioned to the middle school level two years ago from the high school
level. This past year was Thorne’s first year on the Aspen Cliffs Middle School BLT.
Due to her many years of experience in education, she offered keen insight to her
colleagues on the BLT with a different perspective than a career long middle school
educator.
Peter Woodland, Teacher Librarian. Woodland has been in the field of
education for nearly 15 years. He expressed his passion for library science and is
dedicated to staff and students alike. Woodland has served on the BLT for the past two
years. Additionally, Woodland has coached several sports at Aspen Cliffs Middle School.
Marie Willow, French Teacher. Willow has been a world language teacher for
over 15 years at both the high school and middle school levels. She has been at Aspen
Cliffs Middle School for the past two years as a French teacher. Willow has served on the
BLT for one year.
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Adam Palm, Mathematics Teacher. Palm has been in the field of education for
over 20 years. He has served as a math teacher at the high school level for the majority of
his career. Palm transitioned to the middle school level three years ago. He has also
served on the Aspen Cliffs Middle School BLT for the past three years.
Rainbow Middle School
During my initial meeting with Black, principal of Rainbow Middle School
(RMS), he described the school in terms of specific school statistics including size and
free and reduced lunch status. He also described the school based on the academic
offerings, extra-curricular offerings, and highlighted the climate and culture of the school.
The information he conveyed was also posted on the school’s website and the school
district’s website. RMS was a large school that served over 1,400 students in grades six,
seven, and eight. There was a relatively low poverty level, just over 12%, as measured by
the number of students that qualify for Free and Reduced Lunch status adhered to by the
Colorado Department of Education. RMS had a strong focus on community. The
principal explained that students were divided into 10 interdisciplinary learning
communities that reduced the large feel of the school. Students were connected to
teachers through daily advisement classes, core classes, and a wealth of elective courses.
Literacy was at the core of all academic endeavors at Rainbow Middle School, as
expressed by the principal. The application of reading, writing, and speaking was woven
into the fabric of many inter-disciplinary units. Advanced core courses were offered in
language arts and mathematics. Additionally, RMS offered an array of electives courses
including world languages, consumer and family studies, fine arts, digital design,
electronic publishing, and technology. Activities, athletics, and clubs were also an
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important aspect to the culture of Rainbow Middle School. The principal explained that
every student is encouraged to participate in activities, athletics, and clubs. At the core of
RMS was the dedication to community. Many students, staff, and community members
participated in the annual community service challenge each spring. The service
challenge event brought the Rainbow Middle School community together to support
students socially and emotionally and ensured an awareness of empathy throughout the
community.
The overall fiscal allocation for professional development at RMS was $90,000.
Approximately $40,000 of the funding covered registration fees and travel for outside
professional development opportunities. The remaining $50,000 covered the costs of all
internal professional development provided by RMS for faculty. Additional funding to
cover a $1,500 stipend per teacher-leader on the BLT was also added to the ACMS
budget. The total expenditure for BLT stipends was $9,000 per academic year. The RMS
professional development budget was significantly higher than the ACMS professional
development budget. RMS spent $60,000 more per year on professional development
versus ACMS.
Participants in the Study
from Rainbow Middle
School
The building leadership team from Rainbow Middle School consisted of four
administrators – a principal and three assistant principals — a professional learning
specialist, and five teacher-leaders. The teachers represented four academic departments
and one specialist, including language arts, math, science, social studies, and the English
as a Second Language (ESL) teacher. The BLT representatives all had extensive

69
backgrounds in the educational field as teachers and administrators. The majority of BLT
members had been employed at Rainbow Middle School since the doors opened. Each
participant’s background is highlighted in Table 2. Also, all participants in the study are
profiled in depth below.
Table 2
Rainbow Middle School: Participants’ Position, Years on the Building Leadership Team,
and Years in the Educational Field
______________________________________________________________________
Participant name
Position
Years on building
Years in education
leadership team
(approximate)
______________________________________________________________________
Mark Black*
Principal
5
15
Marcia Gold
Assistant Principal
4
18
Cade Tan
Assistant Principal
3
12
Steve White*
Assistant Principal
3
30
Jane Gray*
PLS
5
15
Patty Blue
Science Teacher
4
15
Virginia Brown*
Social Studies Teacher
3
25
Collette Green*
Language Arts Teacher
4
14
Linda Red
ESL Teacher
2
15
Janine Silver
Mathematics Teacher
2
15
______________________________________________________________________
Note. * = one-on-one interview participant; PLS = Professional Learning Specialist
At Rainbow Middle School, all members of the BLT were veteran teachers. The
team relied on experienced teachers. Brown, teacher at RMS, remarked, “I think we all
respect each other. We all have different content areas which helps us see different
perspectives. Sometimes is just meshes well. We are all veterans.”
All members of the BLT remarked that passion from each member made the team
successful. Black expressed, “The people are very passionate about helping other
teachers.” White, assistant principal, also remarked on how intellectual the BLT members
were, “There’s a lot of really smart teachers in our building and we have a lot of really
smart teachers on our BLT.” Green, teacher, explained how every member truly wanted
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to be part of the BLT. She also conveyed, “They have a passion for what they do. It is so
nice to go somewhere where I know that everyone is passionate about what we are
doing.” Passion and experience were highly valued qualities of BLT members at
Rainbow Middle School.
Mark Black, Principal. As an undergraduate student, Black majored in statistics.
After graduating with a Bachelor of Science degree, he embarked on a career in
construction. He was a foreman building houses on the eastern plains of Colorado. After
a few years in the construction field, he remarked to himself, “It’s 20 below zero and I
cannot do this when I am 50.” At that point, he consulted with his wife who was a teacher
and decided to seek out an alternative license to teach in the state of Colorado. Black
taught high school and middle school math before he transitioned into administration on
the middle school level. He has served as an assistant principal at Rainbow Middle
School and was promoted to principal four years ago. As an administrator, Black
expressed, “One of the things that drives me is that passion for making the community
better.” He believed the role of teachers was to impact students and a role of an
administrator was to impact parents.
Marcia Gold, Assistant Principal. Gold has spent her entire career at the middle
school level. She has been a classroom teacher, a professional learning specialist, and an
assistant principal. While I was collecting data for this study, Gold accepted a principal
position in a neighboring school district for the 2017-2018 academic year. Throughout
this study, Gold was transitioning to her new position.
Cade Tan, Assistant Principal. Tan has been in the field of education for
approximately 12 years. He began his career as an elementary teacher. While teaching,
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Tan earned an administrative credential through an alternative licensure program. Tan
was employed as a dean on the elementary level before he became an assistant principal
at the middle school level two years ago. He also has served on the BLT for two years.
Steve White, Assistant Principal. White is the most experienced educator in the
study with nearly 30 years of experience. He was a classroom teacher for 26 years before
he transitioned into an assistant principal role at Rainbow Middle School. White’s
passion for education was evident, especially serving on the building leadership team. He
believed interacting with teachers was vital to the continuous improvement of teachers.
White expressed that his role as an assistant principal and serving on the BLT is two-fold,
“It gets me excited about what I did for all of those years and I’m not just the
disciplinarian of the school, I’m kind of a teacher-leader.” As an experienced educator,
White fully understood the highs and lows of being an educator. He continually
challenged teachers to be the best they could be. “We try to get them [teachers] feeling a
little uncomfortable about what they are doing to get them to grow,” communicated
White. In White’s opinion, teaching was a noble profession and the satisfaction of
helping others kept him dedicated to the field of education.
Jane Gray, Professional Learning Specialist. Gray served as the primary
teacher-leader of Rainbow Middle School in the role of professional learning specialist.
She was the liaison between the administrative team and the faculty of RMS. Gray has
been in the field of education for her entire career. She expressed, “I really knew that the
art of teaching was really what I wanted to do.” Gray was a classroom teacher for an
extensive period of time before transitioning into the professional learning specialist role
at RMS. “Every day I have the potential to make an impact or make a difference for a
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person, whether an adult or a student,” remarked Gray. She took her job very seriously
and strived to ensure that all teachers received exactly what they need from a professional
development perspective. Gray was willing to provide one-on-one instruction or group
instruction on a variety of topics that would enhance teaching practices. Her primary role
was to improve teacher capacity at RMS.
Patty Blue, Science Teacher. Blue was an experienced science teacher with
nearly 15 years of classroom experience. She has been employed within the school
district for 10 years and has been with RMS since the school opened. Blue has served on
the BLT for four years.
Virginia Brown, Social Studies Teacher. Brown was an experienced educator
with over 25 years of teaching and administrative experience. She knew she wanted to be
a teacher when she was nine years old. Brown has been a classroom teacher for over 20
years in several different states. She has also previously served as an assistant principal
for four years before returning to the classroom as a social studies teacher at Rainbow
Middle School. Brown had a unique perspective on the building leadership team since
she had recently returned to the classroom from an administrative role. Through
observation, I perceived her opinions were highly valued by her colleagues and she was
viewed as the primary individual on the BLT to support new teachers in the field of
education. Brown “loves the creative process of teaching and making a difference.”
Throughout the one-on-one interview, her dedication to students and colleagues was
evident.
Collette Green, Language Arts Teacher. Green has been a teacher for 14 years
and could not imagine doing any other job. She stated the reason she remained in
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education was, “there is always something new; I do not think I had a day that has been
exactly the same.” Green has been at Rainbow Middle School since it has opened and has
served on the building leadership team for the past four years. Green was sought out by
new and veteran teachers alike for guidance on anything ranging from direct teaching
practices to planning. She stated, “I’m one of the only ones that has been here this long; I
think they kind of look to me as someone who knows what is going on.” She was
perceived as a teacher-leader among colleagues as well as by the administrative staff.
Green had a strong personality and was willing to assist anyone at RMS on a variety of
topics.
Linda Red, Language Arts Teacher. Red has been a teacher for approximately
15 years. She began her career in education as a language arts teacher before becoming
an English as second language teacher. Red has served on the RMS building leadership
team for two years.
Janine Silver, Mathematics Teacher. Silver has been a math teacher for
approximately 15 years. She has spent the majority of her career with this school district
and teaching at the middle school level. She has been a math teacher at RMS for the past
four years and has served on the BLT for two years.
Building Leadership Team Meetings
The BLTs at Aspen Cliffs Middle School and Rainbow Middle School met on a
monthly basis. I had the opportunity to observe one formal BLT meeting at each school.
At each meeting, all members were involved in a collaborative process. No one appeared
to be on the periphery; everyone was an active participant. A distributed leadership model
was followed at both schools. The respective principals were the prominent leaders;

74
however, each BLT member played a key, collaborative role during each meeting. Input
from all members seemed to be encouraged and expected.
Aspen Cliffs Middle School
Observed BLT Meeting
The ACMS BLT meeting was a collaborative effort for every member, as
evidenced by my observations. The focus of the meeting was placed on three areas: (1)
creation of high quality, engaging, and purposeful instructional practices, (2) quality,
balanced assessments, and (3) specific professional development planning related to the
first two areas stated. After a clear and concise introduction to the meeting agenda by the
principal, BLT members broke into planning groups based on instructional practices and
balanced assessment with professional development embedded within the discussions. As
BLT members were planning for an upcoming professional development day, each
person reflected on the ACMS professional development plan document. The upcoming
PD was focused on the authentic integration of technology into the classroom. Although
only one BLT member was in charge of presenting the upcoming professional
development, every member of the BLT assisted in the design of the PD opportunity to
ensure alignment with the ACMS professional development plan for the academic year.
Rainbow Middle School
Observed BLT
Meeting
Collaboration among BLT members was also evident at the RMS building
leadership team meeting. The principal kicked off the meeting with a clear agenda and a
focus on upcoming professional development. The principal quickly turned the meeting
over to the professional learning specialist, who gave clear guidelines of the expected
outcomes of the meeting and reflected upon the RMS professional development vision.
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Gray observed, “Students own their authentic learning through engagement, innovation,
and independence with the support and guidance of teachers, parents, and community in a
physically, emotionally, and intellectually safe environment.” When the BLT members
broke into planning groups, the vision was projected on a screen in the front of the room
to ensure the professional development planning tied back to teaching that directly
impacts students. While in groups, BLT members reviewed previous staff feedback and
needs for PD and considered options for the next professional development day. Ideas
were shared out at the end of the meeting and the PD agenda was set. The BLT members
were responsible for designing and developing the professional development
opportunities for staff.
Summary of Schools in the Study
Aspen Cliffs Middle School and Rainbow Middle School were located in the
same school district in the Denver Metro area. However, the perception of the building
norms of the two schools were vastly different. Although each school was dedicated to
students on an academic level as well as a social/emotional level, the building norms of
each building were distinctive. The Aspen Cliffs Middle School BLT included a greater
cross-section of faculty members with various backgrounds and experiences. I perceived
Rainbow Middle School to be more traditional related to its approach to leadership. The
members of the Rainbow Middle School BLT had extensive educational experience, but
lacked voices of less experienced individuals. However, both middle schools in this
multiple-case study had a cohesive building leadership team that met regularly for the
benefit of all teachers related to professional development in their respective schools.
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Findings
The research problem of the qualitative study focused on the role of a middle
school BLT related to professional development. A multiple-case study was conducted to
explore the role of middle school BLTs in professional development. Data were collected
through a variety of sources including observations of BLT meetings as well as
professional development sessions, one-on-one interviews, focus group interviews, and
document collection. Through careful data collection and critical analysis of the data
collected, four major themes emerged: (1) design and delivery of professional
development, (2) building capacity, (3) mentoring new teachers, and (4) time. A diagram,
see Figure 1, was created to highlight the four major themes.
Design &
Delivery of
Professional
Development

Building
Capacity

BLT
Role
Related
to PD

Mentoring
New
Teachers

Time

Figure 1. Four Major Themes to Emerge from the Data
Within three of the four themes, seven sub-themes emerged that supported the major
themes (Figure 2).
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Figure 2. Sub-Themes to Emerge from the Data
Each of the themes and sub-themes are discussed in detail below. The discussions include
data from the various data sources: interviews, observations, and document collection.
Design and Delivery of Professional Development
One theme to emerge from the data to answer the research question, “What is the
role of the middle school building leadership team in professional development?” was
design and delivery of professional development. The primary purpose of the BLTs at
Aspen Cliffs Middle School and Rainbow Middle School was to design and deliver
professional development for staff at their respective schools. Current research indicates
that, for PD to be effective, it must link content knowledge and pedagogy (Goldhaber &
Anthony, 2007; Goldschmidt & Phelps, 2010; Kukla-Acevedo, 2009). Both schools in
the study, through the design and delivery of professional development, focused on the
link between content knowledge and pedagogy. Through my observations of BLT
meetings at each school while planning for PD, BLT members intentionally created PD
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offerings where the methods of teaching were tied to content. The ideas of content
knowledge and pedagogy did not live in isolation. My perception was that the PD topics
were not content knowledge specific nor were the offerings solely related to methods of
teaching. BLT members at each school blended pedagogy and content knowledge while
designing professional development opportunities. Previous BLT work at each school
relied upon a different model.
Participants remarked there was a different structure in the school district five
years prior to the current structure of the BLT model. The previous structure of the BLT
consisted of very specific roles including: data analysis leaders, quality assessment
leaders, curriculum and instruction leader, and change agents. The change agents were
members of the administrative team and the data analysis leaders, quality assessment
leaders, and curriculum and instruction leaders were designated teacher-leaders. The data
analysis leaders’ work focused solely on data analysis of norm referenced and criterion
referenced assessments that each school used. The quality assessment leaders’ work
focused solely on the creation of quality assessments to be used in classrooms. The
curriculum and instruction leaders assisted teachers with direct classroom instruction
practices including but not limited to backward planning, unit planning, and crosscurricular planning. The change agents oversaw the work of the data analysis leaders,
quality assessment leaders, and curriculum and instruction leaders — and designed
professional development based on the collective work of the data analysis leaders,
quality assessment leaders, the curriculum and instruction leaders. The specific groups
have been dissolved and a different BLT structure is in place. Today, the direction of the
BLT is at the discretion of the principal. The principal has complete authority to create

79
the BLT as (s)he sees fit. The school district’s perceived top-down mandate is no longer
in play regarding how to structure the BLT. Black, principal from Rainbow Middle
School, remarked about the former BLT structure:
It felt a little forced to where we had a vision and a plan to move forward and
sometimes, especially a couple of years ago when were in that room and the
superintendent was Skyping in and we just wanted to go off and start doing our
thing. We knew where we wanted to go and not pay attention to those outside
forces. So that was probably the least effective thing we have done.
Alder, principal at Aspen Cliffs Middle School, reflected on how the BLT was previously
structured, “The first year, people were looking to me for answers. That is not the way I
wanted the BLT to run. It needed to be a group effort with a growth mindset.” Black and
Alder appreciate the current autonomy to structure the BLT to fit the needs of their
respective schools.
Every BLT member in the study had a responsibility to design and deliver
professional development. Each brought a unique perspective to the BLT based on
personal experience and background. ACMS incorporated teachers with less experience
into the BLT. Alder, principal, believed the less experienced teacher-leaders had a
tremendous amount to offer in the design of professional development. RMS seemed to
rely on the extensive experience of the BLT members to design professional development
and did not bring less experienced teachers into the fold.
When Green, teacher at Rainbow Middle School, was directly asked about the
most important aspect of her role on the BLT, she replied:
Definitely professional development. That has been our charge over the last
couple of years, helping the PLS with professional development. And, to me, that
is the most important because that is what makes good teachers great, that is what
continues great teachers to be great teachers. The purposeful professional
development and making sure we are meeting their [teachers’] needs.
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Gray, professional learning specialist at Rainbow Middle School, echoed those
sentiments and simply stated, “The BLT is really a focus around professional
development.”
Alder was deeply involved in the design of professional development as the
principal of Aspen Cliffs Middle School. He discussed the reason he was passionate
about the appropriate design of professional development, “The purpose is a growth tool,
improving teaching practices and ultimately impacting student achievement.” Alder also
commented, “PD is the greatest responsibility of the group. We understand that one-stop
PD of the past is not effective.” His comments and thoughts were in line with the
extensive research that one-stop PD does not have a sustained impact on teaching
practices (Bingham-Linn et al., 2010; Field, 2011; Hunzicker, 2011). The design of PD
was deeply embedded into Alder’s thoughts and practices on a daily basis. He expected a
tremendous amount from the teachers at ACMS but also offered them the tools to achieve
effectiveness in the classroom through the design and delivery of professional
development.
Collaboration in the design and development of PD is an essential component of
effective PD (Desimone & Pak, 2017; Hunzicker, 2011; Main & Pendergast, 2015). Pine,
teacher at Rainbow Middle School, continually collaborated with her colleagues on the
BLT, especially while developing professional development opportunities. Pine
remarked, “We do a lot of brainstorming. Luckily, I work with some very creative
thinkers in that group.” Pine actively participated in the design of professional
development at Aspen Cliffs Middle School and also relied on her colleagues through
collaborative efforts during the design of professional development.
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Oak, as a BLT member, also plays a vital role in the design of PD at Aspen Cliffs
Middle School. While discussing the design of PD, she stated:
Yes, in fact that is a lot of what we do on the BLT. We come up with what we feel
the teachers of the school needs, so they can implement in their classrooms. We
design and come up with ideas of what is valuable for them so they can carry it
over into the classroom.
Oak never wanted to waste anyone’s valuable time. She critically took into consideration
the feedback received through teacher surveys while planning for professional
development opportunities. As a teacher herself, she was an advocate for other teachers
in the building to ensure professional development opportunities were purposeful and
valuable.
Gray, as the PLS at Rainbow Middle School, focused her entire job on developing
teachers. Therefore, her role on the BLT carried over into her day to day responsibilities
as the PLS. She clarified by stating:
Activities for me include anything that pertains to professional development. So
we have seminar [PD] once per month, so, that is a full day. Planning for a
seminar takes a lot of hours, maybe ten hours if we are doing a lot of different
sessions. Because, I will meet with each of the facilitators. First, generating ideas
at BLT then connecting with all the facilitators. Typically, we will have one
session facilitated by a BLT member. So, I meet with them to plan out what they
are going to do.
As a teacher on the BLT, Birch believed the work in designing and developing
PD was essential to improve teaching practices. She stated:
Recently, we worked on a project where we were developing some staff
development where we were going to lead teachers in. I felt like that was really
important to me because I felt, at least, because I know as a teacher that is a time
when I can see my colleagues and have them share ideas with me. It is really a
time when I can capture this great, awesome information and get excited about
new ideas and take them back to the classroom.
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Although Birch was a relatively new middle school teacher, her passion and commitment
to the BLT related to the design and delivery of professional development was infectious.
She understood the importance of continuous improvement and wanted to assist
colleagues through professional development opportunities.
Structure and Purpose
A sub-theme to emerge from the data to support the theme of the design and
delivery of professional development was the importance of structure and purpose related
to the work of the BLT. Highlighted in the literature review, effective PD must take into
consideration the needs and the goals of the school and individual teachers (Hunzicker,
2011). Individuals from both middle schools in the study reiterated the importance of
having a defined purpose before diving into the work of designing and delivering
professional development. White, assistant principal from RMS, remarked, “There is a
purpose for it. There is a defined ‘why’ behind what we do.” Gray, professional learning
specialist from RMS, added, “Sticking to our plan, over the course of three years, we
have been able to follow it through for three years.”
As I observed a BLT meeting at each school and a day-long professional
development session at each school, clear structure and purpose was evident when
designing and delivering professional development. Specific protocols and activities were
used to ensure the time dedicated to PD is not wasted. For example, the room set-up was
intentional to ensure a productive use of time. At RMS, the BLT relied on an
Emergenetics profile when structuring PD opportunities. According to the Emergenetics
web site, the profile was described as a “measurable, proven way to recognize and apply
thinking and behavior patterns people use regularly” (Emergenetics, 2017, Emergenetics
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Explained section). The profile encompassed seven factors: analytical preferences,
conceptual preferences, structure preferences, social preferences, assertiveness,
expressiveness, and flexibility. Gray, professional learning specialist at RMS, remarked:
We know the group. We know the Emergenetics profile as a group. We know the
people. We plan out where everyone is going to sit down to who are the groups
and what we are going to do with our time. Pretty structured in a way where the
dynamics of the group are managed.
By structuring all of the details of a PD session, as Gray from RMS described, the BLT
had full control over structure and purpose related to the design and delivery of
professional development.
At ACMS, during an observed PD session, a specific design and structure was
followed related to the topic of growth mindset. The presenters had a detailed agenda of
the session posted on chart paper and referred to the agenda throughout the session. Two
learning targets were posted so every participant understood the goals of the session.
When the session began, the presenters posed overarching questions related to growth
mindset to set the stage for the session. Participants were asked to answer the questions
through a shared document as a formative assessment. As I observed, the presenters were
adjusting their lesson plans based on the given answers. Additionally, table groups were
formed based on the given answers to create working groups. The presenters placed
teachers in cohesive groups based on their knowledge and application of growth mindset
to their classroom practice. One of the strongest presenters aligned herself with the group
that leaned toward a fixed mindset. The structure and purpose of grouping the attendees
was deliberate to ensure learning took place. The session also included readings and
videos related to growth mindset. After the readings and videos, specific questions related
to the learning were posed and groups of teachers discussed within their newly formed
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groups. At the end of the session, a post assessment was given to the participants as a
measure of learning. The post assessment also included a reflection section related to the
learning. I was given access to the reflection document and reviewed the submitted
answers after the session. The document revealed the structure and purpose of the session
to ensure learning was tied back to classroom instruction. One of the questions required
to answer was, “How does your work today connect to your professional goal?”
Answering this questions forced participants to connect the learning to a relevant topic in
the classroom as well as connect it to a personal professional goal previously stated.
Overall, the session was perceived as purposefully planned and executed based on a
specific structure to encourage learning related to the topic of growth mindset.
Facilitation of Professional
Development
A second sub-theme to emerge from the data was facilitation of professional
development. The way the participants described facilitation was more than just delivery
of professional development. Alder, principal from ACMS, simply stated, “I am an active
part of the team. My goal is to empower and facilitate.” All of the interviewed BLT
members, from both schools, discussed their roles as a facilitator in a similar fashion.
Since the majority of BLT members were teacher-leaders, they felt they had strong
connections with their peers to deliver effective professional development. BLT members
believed that their colleagues appreciated the content of the PD more so than if the
content was presented by an outside facilitator. This concept is reflective of the research
conducted by Soine and Lumpe (2014) that stressed the need to “develop intellectual
camaraderie with colleagues” (p. 304).
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Birch, teacher from ACMS, initially was intimidated to deliver professional
development to her peers. However, as a member of the BLT, she understood it was part
of her responsibilities. The PD session I attended at ACMS, Birch was the sole presenter.
After the session, she remarked, “I had never done that before, lead a PD session for
colleagues. It was definitely out of my wheelhouse.” Although Birch was a first time
presenter of PD, I did not notice. She was eloquent in her speech, and she was a master of
the material being presented. The teachers that asked questions seemed not to be
intimidated by Birch or her style of presenting. There was a healthy dialogue and
exchange of ideas among many of the teachers in attendance.
During a one-on-one interview with Birch, she discussed the importance of
having teacher-leaders facilitate PD:
When you hear someone, in your building, doing your work, so to speak,
speaking different topics makes it so much more authentic and applicable, and
much harder to tune out what you are hearing when it’s from somebody you know
who sees the same thing and feels the same thing and has the same schedule as
you. So, I would love if the majority of our PD had teacher input or co-taught
with a teacher in mind.
In addition to the observation of the PD session and the interview with the
presenter, I had access to the presentation materials. The documentation was carefully
crafted to communicate the learning in a presentation format. On the first page, a clear
agenda was highlighted with a clear outcome and essential questions. The presentation
had links to all of the material presented during the PD session and also had written
communication expressing the importance of each idea that was highlighted.
Additionally, a moodle was set up to share lessons created from the ideas presented
during the session. Attendees were able to collaborate with colleagues beyond the session
time regarding the new material learned during the PD session.
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While observing a professional development session at Rainbow Middle School, I
noticed the learning environment had a similar feel to Aspen Cliffs Middle School. I
attended a session highlighting multi-disciplinary units facilitated by two BLT members.
The session began with explicit working agreements including trust the power of
collaboration, push yourself to be a learner, and make time for reflection. The BLT
members delivering the PD session facilitated the learning opportunity as teacher-leaders
who valued the content and worked with the content on a daily basis. As facilitators, their
knowledge related to multi-disciplinary units was apparent to me. The presenters gave
valuable insights on what was beneficial in a real classroom setting. The facilitators had a
clear agenda including an overview of the session with links to useful resources and
templates, an articulate plan for the workshop that incorporated teachers into the learning
by creating their own multi-disciplinary unit, and a reflection at the end. The reflection
piece was paramount to the learning. It allowed the facilitators to plan for next steps in
the learning process and follow up directly with their peers to personalize future learning
on an individual basis. Many of the attendees appreciated the thoughtful facilitation
related to the delivery of the professional development session. I overheard several
participants thanking the facilitators for the insightful presentation and dialogue. The
structure of this session I observed was in line with the research of Main and Pendergast
(2015) which called for engaging discussion and relevant activities that reflect the reality
of the classroom environment.
After witnessing the PD sessions at ACMS and RMS first hand, I understood the
context of facilitation related to PD. Each presenter was a BLT member, but more
importantly, the presenter was in the trenches of the classroom each and every day with
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his or her peers. As I observed the sessions and listened in on conversations, I perceived
many of the teachers respected the presenter voices because they knew that each
presenter was not just doling out information. Presenters were sharing information and
ideas that were tested in their own classrooms. Specifically, I overheard one participant
remark at ACMS, “At least this is someone I know and who is trying this in the
classroom. If it works for her, it may work for me.” At both schools, the presenters made
a point to express that what they were presenting was tried in their own classrooms. At
the end of the session, the presenters made it known that anyone in attendance could
reach out to the facilitators for assistance at any time. Learning opportunities did not have
the feel of “one and done” professional development sessions.
Personalization
The final sub-theme to emerge from the data related to the theme of designing and
delivering professional development was personalization. Almost all BLT members at
both middle schools expressed the importance of personalizing professional development
opportunities. Black, principal, and Green, teacher, from Rainbow Middle School
highlighted the need for separate professional development for teachers new to the
profession of education. Gray, as the PLS, expressed her primary role at RMS was to
personalize learning for everyone in the building including new and veteran teachers
alike. She passionately discussed that personalizing learning is essential for educators to
grow in their careers. However, she did say it was often a hurdle to overcome. Gray
wished that everyone was as passionate as she was about developing as an educator.
Gray, speaking on behalf of the RMS Building Leadership Team, stated, “They [teachers]
work hard, but they are not passionate about developing professionally. They are more
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about how are they going to get through this year. I would love if everyone is excited as I
am.” This statement led into a discussion on the importance of personalization. The BLT
members at RMS expressed that, if professional development was personalized, teachers
would have more buy in. They would take more ownership of their professional
development and be more engaged as educators which ultimately would impact student
learning. Gray also added, “We try to make it personalized for teachers as much as
possible, include teacher choice. So, include structures that are loose but tight, we like to
say.” Gray’s perspective reflected the research from Labone and Long (2016) that shifted
PD to a more constructivist approach where teachers should become more responsible for
their own learning. Gray believed that if PD was personalized, then teachers would be
more engaged and would ultimately construct change in their own PD pathway and
practice in the classroom.
Another important aspect to personalization of PD at Rainbow Middle School was
faculty feedback. RMS required teachers to fill out feedback forms after every PD session
attended. The BLT members reviewed the feedback carefully to adjust and tweak future
professional development offerings. The intention of gathering and reviewing the
feedback was to personalize future PD offerings. When I attended the PD day at Rainbow
Middle School, I was able to see how that played out. That particular day, the BLT
members offered four distinctly different learning opportunities for teachers to choose
from based on their own specific needs. Brown summed up personalization, “I think we
are finding great results with that [personalization]. I think that design is successful.”
Black reflected that it was essential to offer a wide array of learning opportunities to

89
teachers to ensure engagement and growth of the staff. He believed that personalization is
a key factor in the design and delivery of effective professional development.
To create personalization, the BLT at RMS carefully reviewed feedback forms
after each professional development session. I was able to review the documentation to
understand the practice. The feedback form surveyed the teachers in two ways. One piece
of the feedback was anonymous related to the session. Questions were posed asking if the
amount of time was adequate on the topic, if the structure of the session was appropriate,
and also requested feedback about the presenters. The second way feedback was given
was specifically related to personalization and had an attendee name attached to the
feedback. Questions were posed to illuminate the learning, including: “How did the
session change your thinking?,” “How will you incorporate the learning into your
practice,” and, “What additional support, if any, do you need to implement the learning
into your practice?” The specific questions related to practice personalized the learning
for each individual and a BLT member could follow up directly with each participant to
ensure personalization.
Aspen Cliffs Middle School had a similar philosophy related to personalization.
However, when I attended a PD session, there was only one specific offering related to
the integration of technology into the classroom. Although the session was differentiated
for teachers within the session, there were no other professional development
opportunities offered at that time. Alder assured me that during typical PD days, various
learning opportunities were offered to staff that were personalized. He said, often times
“we forget what it means to be the learner. We need to keep that in mind when planning
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for PD.” Speaking on behalf of the ACMS building leadership team, Birch, teacher,
reflected on personalization and stated:
At BLT [meetings], we really talk about: What are our greatest needs as teachers?
What are we seeing as teachers? And, what are some of the obstacles we are
seeing? And how can we help each other to overcome some of these or how can
we work around or point out different pitfalls in what we are seeing?
Stating this led into a deep discussion on how personalization was essential for
professional development to be meaningful. ACMS, like Rainbow Middle School, had
many new educators in the building. Alder, and many members of the BLT, expressed
the importance to personalize learning especially for new educators. Personalization was
definitely an aspect on the forefront of the minds of the BLT members at Aspen Cliffs
Middle School. Without personalization, teachers often tuned out of the professional
development offered.
Similar to RMS, ACMS also had a reflection document for attendees to fill out.
However, there was not an anonymous component. Feedback requested was specific to
each individual. BLT members reviewed the documentation to understand what each
person needed on an individual basis. At ACMS, the individual’s evaluator followed up
with the person to ensure the learning was personalized and valuable to each individual to
ensure professional growth.
Building Capacity
A second theme to emerge from the data was the idea of building capacity among
faculty. When there is an authentic connection between PD offerings and instructional
reality, there is a connection that is more likely to build capacity of a teacher’s practice
(Hindman & Wasik, 2012). Under the overarching theme of building capacity, two subthemes emerged, including collaboration and empowerment.
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Alder, principal from ACMS, communicated his perspective of building capacity
among faculty members as the idea of ensuring that teachers are growing professionally.
He expected the faculty to take advantage of all professional development opportunities
offered at the school level to improve teaching skills that ultimately impacted student
learning. Alder simply stated, “Our goal is to build capacity and personalize the learning
for individuals.” Black, principal from RMS, communicated a similar notion of building
capacity. He believed that personalizing professional development for the faculty will
improve teaching abilities and expertise in specific areas that will have a greater impact
on students academically through improved teaching methods.
Within Gray’s role as the professional learning specialist at RMS, her focus was
building capacity among teachers through the design and delivery of professional
development. She was charged with ensuring that faculty members were in attendance at
designated PD offerings and were implementing newly acquired skills into their practice.
Gray, as a teacher-leader, often did classroom visits to assist teachers in improving their
practice. When she visited a classroom, her role was non-evaluative. She explained that
her purpose was to build capacity and help teachers try new ideas and skills in their
respective classrooms. Additionally, she has co-taught lessons to assist teachers.
Brown, teacher-leader at RMS, expressed the importance of relationships while
building capacity among faculty members. She continually highlighted that there were
many teacher-leaders in the building outside of the BLT. Brown believed it was
necessary to tap into the expertise of all individuals within RMS to build capacity among
the entire faculty. She communicated, “There are some teachers sitting in the audience
receiving training but they can easily be up sharing.” She expressed that it was necessary
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to encourage others outside of the BLT to help build capacity within the building. “All of
us learning from each other. We never want it to be about us; I can’t stand that,” Brown
passionately stated.
Black, principal at RMS, when pressed on the issue of building capacity, took a
different tack on the purpose that took me by surprise. He discussed how there were
teachers that often derail professional development sessions by not paying attention.
Black purposefully encouraged those specific teachers to teach a professional
development session. He expressed:
Building that capacity helps us when we get in front of them because most of our
staff members who have done Genius Hours or professional development sessions
understand where we are coming from when we say, “You are not allowed to
grade, put your computer down, you don’t need them, that’s not a norm in our
building.” Now they understand why.
Black’s purpose to build capacity could be construed as benefiting the BLT, not
benefitting teachers to grow professionally. When Black expressed his idea related to
building capacity, he remarked how difficult it was to deliver PD when attendees were
distracted by grading or their computers. It appeared his concern was for the presenters to
have everyone’s attention, not for the attendees to build capacity.
White, one of Black’s assistant principals, brought the focus back to the teachers,
but also was concerned about teacher perspective of the BLT members. He believed in
supporting teachers within the classroom to build capacity. He stated:
At any time, I think it gives us street cred [credibility], if you will, to be able to
have the conversation with a teacher, “Hey, I noticed this in your classroom, have
you thought about this strategy, or have you thought about breaking the kids up
this way, or have you thought about differentiating this way?” Knowing that we
have had those conversations across the table, not in an evaluative way but within
the BLT.
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White, as a veteran educator, understood the importance of building capacity among
faculty; however, he was also concerned about the perception of the BLT members.
White’s goal was to ensure everyone was developing as an educator, including teacherleaders serving on the BLT.
Green, teacher-leader at RMS, was passionate about building capacity among her
colleagues. She communicated, “Oh yeah, we are constantly giving the staff tools to use.
Teachers really appreciate that because they can take something and put it directly into
their teaching. Just having those takeaways, I think they [teachers] are really enjoying
that.” As an experienced educator and a BLT member, Green understood the importance
and value in building capacity among teachers. She expressed that teachers must
continually grow in their profession to be effective in the classroom. Green was willing to
assist her peers in improving their practice.
Through my observations, I perceived the BLTs at ACMS and RMS focused on
the importance of building capacity. Alder, principal at ACMS, discussed at length the
need to build capacity to improve teaching practices. Alder communicated that it is
necessary to have the most competent teachers in the classroom to impact student
learning. Black, principal at RMS, also elaborated on the need to build capacity among
faculty. Black believed the BLT had a responsibility to build capacity through
professional development offerings. Similar to Alder, Black communicated it was his
responsibility to ensure the best teachers were in front of students at RMS to impact
student achievement.
Through the review of documentation at both schools, building capacity was an
important factor of professional development. The focus on feedback for every PD
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session was evident. Through the collection of feedback, at both schools, BLT members
had the ability to sift through feedback to revise future PD opportunities focused on
building capacity. For example, I read feedback regarding PD from both schools. When
the feedback was sub-par, I asked each principal, “What do you do when you know the
PD did not impact a particular teacher in the way you intended?” Alder, principal from
ACMS, explained that BLT members reviewed the data carefully. The BLT members
looked for common themes through the feedback. If a theme emerged that reflected the
PD did not build capacity among many teachers, then the BLT members revised future
PD offerings. However, if negative feedback was only related to specific individuals,
then a BLT member would speak directly to the individual who gave the feedback. The
one-on-one conversation was an attempt to assist the particular teacher in a personalized
fashion. From my perception, a great deal of time was dedicated to building capacity at
ACMS.
At RMS, through the analysis of documentation, the practice was similar to
ACMS. The BLT would examine the feedback as a group and plan next steps related to
building capacity. If a theme emerged among many teachers, PD would be altered and
additional PD sessions were offered to reinforce a particular topic. If there was not an
overarching theme and only one individual or a small group of individuals gave negative
feedback, the professional learning specialist met directly with those individuals. RMS
differed from ACMS since RMS had a dedicated professional learning specialist to take
on this role related to building capacity. At ACMS, the responsibility was divided up
among BLT members.
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Collaboration
A sub-theme to emerge under the building capacity theme was collaboration. A
vital component to building capacity among faculty is collaboration (Desimone & Pak,
2017; Haghighi-Shirzi et al., 2015). Without collaboration, professional development is
often times considered ineffective (Hunzicker, 2011; Main & Pendergast, 2015). Ash,
dean at ACMS, explained that the teachers at the school are an extremely diverse group;
therefore, it was essential to understand people on an individual level to ensure
collaboration. Without direct knowledge of people as individuals it was difficult to have a
collaborative environment.
Pine, teacher, concurred with Ash and discussed the eclectic make-up of the
teachers at Aspen Cliffs Middle School, “It is very dynamic. There is a large variety. We
have a wide range of different contents, different backgrounds, different ages. It is a great
dynamic because we have so many different viewpoints.” Pine communicated the
importance to honor the diversity among faculty members as a means to collaborate
effectively to ensure capacity building.
Birch, teacher from ACMS, discussed the importance of collaboration from a
personal perspective related to her work with the BLT and as a teacher-leader, “It’s been
wonderful, building those connections and having a support system and just being able to
reach out, and ask questions has been, more so, a great support for me, personally,
selfishly. It’s been great.” Birch lived and breathed collaboration in her role as a teacherleader on the BLT and as a colleague to her peers. She believed that collaboration was
paramount to building capacity.
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Black, principal at RMS, believed collaboration leads to teachers finding their
own niche. Discussing collaboration, Black stated, “I think everyone has come into their
own.” Allowing teachers to discover their own paths while collaborating with BLT
members and colleagues gives teachers the opportunity to build capacity their own way,
without it forced upon individuals.
At both schools in the study, the BLTs focused on collaborative environments.
Through my observations, collaboration meant the opportunity to speak to and bounce
ideas off colleagues. Collaboration, at both schools in the study, also meant the ability to
plan and create lesson plans with colleagues. Additionally, from my observations,
collaboration at both schools was the ability to learn and grow professionally from
colleagues. In accordance with the research of Hunzicker (2011) and Main and
Pendergast (2015), many of the teacher-leaders in the study believed professional
development, especially PD focused on analyzing student data or instructional planning,
supported a collaborative PD experience. Teachers engaging in collaborative PD sessions
experienced active learning (Hunzicker, 2011).
Documents related to collaboration were unique at both schools in the study. At
ACMS, the BLT created a living document that anyone in the school could access related
to professional development. Within the document, there were several links to additional
documents, moodles, and web sites where teachers were encouraged to collaborate with
colleagues. For example, one link went to the ACMS professional development web site.
On the web site, there was a page for unit builders. Teachers were able to access units
and lesson plans that other individuals created and then were given the opportunity to
collaborate with those individuals to adapt the units and lesson plans. Teachers were also
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encouraged to meet with colleagues, face-to-face, to revise and adapt lesson plans. It was
perceived, the practice of meeting with colleagues to create or enhance unit and lesson
plans stimulated collaboration among teachers.
At RMS, documents and web sites were also created for teachers to promote
collaboration. For example, RMS also created a web site with a wealth of resources.
Within the web site was a page dedicated to collaboration. Resources related to planning
goals, assessment, peer learning, and a PD library were available to access. Additionally,
at RMS, additional time every month was carved out and dedicated to time entitled
“Genius Hour.” During Genius Hour, teachers were able to drop-in to collaborate with
colleagues on a variety of topics including but not limited to lesson planning, assessment,
instructional practices, and classroom practices. During Genius Hours, BLT members
facilitated the collaboration opportunities for teachers.
Empowerment
Empowering teachers was an additional sub-theme to emerge under the broad
theme of building capacity. Alder and Black, principals at the two schools, both discussed
the importance to empower BLT members as well as faculty to take ownership of their
own professional development. Each principal expressed the need for individuals to
reflect on their own professional goals to create a pathway for professional growth.
Research from Hunzicker (2011) expressed it was essential to consider the needs of
individual teachers when creating professional development opportunities.
Black, principal at RMS, empowered his staff by working closely with the
professional learning specialist, Gray. Black clearly stated:
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My role is to support Gray the PLS in this. Because, to me, Gray needs support
because we do professional development in every aspect, staff meetings,
whenever we meet there is always some professional development. My job is to
support her with the vision of things. Her and I need to be on the exact same page
with all of it. Because she is going to take that and really use the BLT to carry out
the vision and then next year, we are doing Professional Learning Communities
(PLCs).
Through PLCs, Black’s goal was to empower department chairs, BLT members, and
teachers to ensure everyone at RMS was building capacity. Additionally, the idea of
empowerment was evident during a BLT meeting I observed at RMS. A discussion arose
among the BLT members regarding the importance to empower teachers to take
ownership of their professional development pathway. The anxiety of many of the BLT
members seemed to heighten during this discussion. I interpreted the anxiety as not
wanting to take responsibility to empower staff. Black stepped in and calmed the anxiety
of the BLT members stating, “Teachers need to take ownership of their learning to be
successful in the classroom.”
Alder, principal at ACMS, was cognizant of his positional function to empower
BLT members and teachers in the building to take control of their professional
development. Alder was committed to personalizing professional development
opportunities for his staff. He worked closely with BLT members to create PD that would
enhance and develop teachers professionally. As previously addressed, Alder believed
that PD is one of the greatest responsibilities of the BLT. Through PD, teachers were
empowered and challenged to grow professionally. Alder expected the teachers to stretch
themselves beyond the limits of their perceived capabilities. He believed there was
always a better way to do something and expected his teachers, at minimum, to try new
methods. Alder’s ultimate goal was to encourage teachers to own their professional
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learning. He attempted to do this through empowerment and personalized learning to
meet the needs of individual teachers.
Through documents collected at an ACMS professional development session, I
analyzed how empowerment was put into the hands of teachers. When teachers attended
any professional development session, they were required to fill out a document entitled,
“A Passport for Personalized Learning.” First, teachers stated what type of PD they
attended: PLC, book study, seminar, department meeting, tech talk, webinar, or any other
PD offered inside or outside of the school. Second, teachers were required to describe the
learning. Third, teachers were required to explain how they engaged in the learning
opportunity. Finally, teachers were required to reflect on the learning by answering the
following questions: “In what ways does this learning move you closer to your personal
goal?; What was your biggest take-away from this learning?; In what ways will you
implement or modify your learning to your classroom?; What is your next step toward
your personalized learning goal?” After the documentation was filled out, teachers had
the opportunity to meet with their evaluator to reflect on the learning opportunity.
Through this process, the evaluator empowered teachers to take ownership of their own
professional development pathway.
Mentoring New Teachers
The third theme to emerge from the data to answer the research question was the
importance of mentoring new teachers. Mentoring new teachers at ACMS and RMS was
of the utmost importance at both middle schools in the study and emerged as its own
form of professional development. Alder and Black, principals, had similar goals to
develop new teachers into educators with longevity in each building, respectively. Both
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principals in the study relied heavily on the BLT members to mentor new teachers. This
responsibility was embedded within the role of being a BLT member.
At Rainbow Middle School, Gray, as the professional learning specialist, and
Brown, as a teacher-leader, were the primary individuals in mentoring new teachers.
Brown was directly asked about the importance of mentoring new teachers. She simply
replied, “For me, [the most important activity] would be [mentoring] new teachers.”
Brown, as a veteran teacher and a former administrator, felt she had the unique skill set to
mentor new teachers. She expressed:
I wanted to mentor new teachers. For me, that is the most rewarding, because it is
a tough job, especially now, a lot of changes. I just feel I can offer a lot of
assistance and cut some time with certain things like that. So, definitely helping
new teachers.
Gray also expressed similar sentiments. Her role as the professional learning specialist
had a specific component of running an induction program for new teachers. New
teachers must complete a two-year induction program as one of the requirements for a
professional license through the Colorado Department of Education. Gray often tapped
into the expertise of BLT members to design and deliver specific professional
development opportunities for new teachers.
Gray and Brown discussed the need for personalized learning for new teachers.
Professional development opportunities may be more simplistic for new educators,
possibly covering topics such as organizing a classroom, behavior management, or parent
communication. Gray and Brown expressed how these topics, most likely, are not
necessary for veteran teachers but were essential for new teachers who have never
stepped into a classroom. Brown believed that no matter what new teachers need, no
matter how basic, it was essential to provide. She passionately conveyed, “We are
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supposed to support teachers, and I think it should be new teachers first. That should be
the priority.”
The ACMS BLT also felt a great responsibility to mentor new teachers. The BLT
members understood that developing new educators was a critical responsibility of the
BLT. However, under Alder’s leadership, ACMS took a very different tack regarding
professional development for new teachers. They did not always rely on veteran teachers
to design and deliver PD opportunities for new teachers. The BLT believed that new
teachers come into the profession with a fresh perspective and new teachers should also
be tapped to design and deliver professional development. Alder stated, “Just because
people are new does not mean they do not have something great to offer.” At ACMS,
many of the new teachers are career changers and bring a wealth of experience to their
new roles as educators. The ACMS BLT took advantage of the fact that they had career
changers with experience and brought new teachers into the fold. They believed
mentoring new teachers was a two-way street. Veteran teachers had as much to learn
from new educators as new teachers had to learn from veterans. The ACMS BLT
perspective regarding the idea that anyone could take on a leadership role is in line with
professional commentary from Edwards and Hinueber (2015), highlighting teachers at
any stage of their careers could lead professional development.
At both schools in the study, the documentation related to mentoring new teachers
was identical. Since both schools were part of the same school district, both schools
relied on school district documentation for induction and mentoring purposes. The
documentation highlighted two years of PD activity for new teachers and one year of
activity for teachers new to a school building. The induction documents were

102
standardized and reflected the induction requirements set forth by the Colorado
Department of Education. At the end of the induction period for a teacher, the
documentation was submitted to the school district for approval and then the teacher
received a formal induction certificate to be submitted to the Colorado Department of
Education so the teacher could apply for a professional teaching license.
Culture
Consistent with previous research, Alder and Black communicated a positive
climate and culture is essential for their organizations to be successful with professional
development (Avalos, 2011; Hallam et al., 2015; Postholm, 2012). Culture, related to
how the BLT operates, was a sub-theme that emerged when discussing mentoring new
teachers. Both schools in the study communicated the importance of creating a positive
work environment where teachers are valued, with special attention on new teachers.
Black, principal at RMS, had a more traditional view regarding new teachers. His
goal was to give new teachers whatever is necessary to ensure growth and retention of
new teachers. He relied heavily on the PLS, Gray, as well as the BLT members to give
direction to new teachers. He did not explicitly state if he mentored new teachers
personally.
Brown, teacher, suggested that the culture at RMS was an important aspect related
to mentoring new teachers. She expressed there was a high level of respect and trust
between veteran teachers and new teachers. Brown conveyed, “I think we all respect each
other. We all have different content areas which helps us see different perspectives.” She
expressed during a one-on-one interview that the high level of respect among faculty
allowed teachers in the building to engage in mentoring activities without fear of
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judgement. However, Brown, similar to Black’s vision, communicated that veteran
teachers had a responsibility to support new teachers. While speaking to Brown, an
undertone regarding the culture at RMS emerged that only veteran teachers had the
ability to mentor new teachers.
Gray alluded to cracks in the culture at Rainbow Middle School and her
perspective was in direct opposition to Brown’s perspective. She spoke about the lack of
trust among faculty members and conveyed:
People are a little guarded about what they think and I am the middleman, if you
will, sometimes. I hear the real feedback, unfiltered and it is surprising sometimes
that administration really does not know what people really think. This has been a
little tricky, the dynamics. And then, there is the dynamics between the teachers.
Some people are doing all the work. We all see that; the teachers see that too
which kind of creates some dysfunction.
The dysfunction that Gray referred to impacted the culture of RMS. Ultimately, Gray
communicated the described dysfunction impacted how new teachers felt about
themselves as educators as well as how they felt about the security of their positions.
Gray expressed concern regarding the culture at RMS and wished everyone could feel
comfortable expressing themselves. She believed if there was improved culture, new
teachers would benefit from it.
Alder, on the other end of the spectrum, communicated that it was his
responsibility as the principal to create a positive working environment and climate for
new teachers to thrive. He also relied on the BLT to mentor new teachers; however, he
was not afraid to roll up his sleeves and mentor new teachers directly in and out of the
classroom. He also has created a culture where everyone could learn from each other, no
matter how many years they had in the classroom. He strongly believed that new teachers
had as much responsibility to mentor veteran teachers, and vice versa.
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Through the review of documents at both schools in the study, it was perceived
that each school valued specific aspects of teaching that impacted culture. For example,
at RMS, the PD web site had an extensive page related to a PD library. RMS teachers
were encouraged to visit this page and continue PD on their own time. At ACMS, while
reviewing the spreadsheet of the year-long PD plan, BLT member names were attached
to every subject highlighted on the document. When ACMS teachers reviewed the
document and topics, the ACMS teachers knew who the expert in the building was on a
specific topic. The teachers at ACMS were encouraged to reach out to the experts instead
of trying to learn topics through personal discovery.
Input
Building on the sub-theme of culture, a separate sub-theme emerged from the
data, input. ACMS and RMS relied on input and data submitted by teachers to help drive
the BLT agenda related to professional development. At both middle schools, at the end
of each professional development session, teachers were required to fill out a feedback
form. Black stated, “Getting the input from teachers and the data collection behind it
really gives us an opportunity to serve the teachers.” During a discussion with Black, he
alluded to the fact that the BLT members were always able to know what feedback comes
from new teachers. Due to the feedback, BLT members intentionally structured and
personalized learning specific to new teacher needs. The ACMS BLT took this a step
further and authentically incorporated professional development opportunities into
classroom visits of new teachers. Through the “Passport for Personalized Learning”
feedback form, previously described under the empowerment sub-theme, members of the
ACMS BLT, in collaboration with a new teacher’s evaluator, reviewed the information
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prior to a classroom visit and focused coaching opportunities on the needs of the teacher
based on the information submitted on the feedback form. The ACMS BLT tailored
mentoring opportunities specifically to the needs of each individual based on teacher
input.
Time
Time was a theme to also emerge from the collected data. Time, as it related to
the design and delivery of professional development, was discussed as an obstacle by
almost all of the participants in the study. Birch, from ACMS, speaking on behalf of
teacher-leaders within the BLT remarked:
Especially towards the end of the year, we as a school, do a lot outside of school
hours. There are a lot of leaders on the team that do things outside of this [BLT]:
coaching, activities, different clubs, different meetings, other places in the district;
so, it can be hard to get us all in the same place, at the same time so we can do the
work.
Pine, teacher-leader from ACMS, concurred with Birch, “Time. Time is the biggest thing.
We are all so busy. Just when you get things rolling that is the time to get things done and
sometimes that is hard to pick up and finish.”
From an administrative perspective, Black and White from RMS acutely
understood that the teacher-leaders on the BLT had a primary role of being an educator in
the classroom. Being a member of the BLT was secondary to their roles as teachers.
Black commented, “These teachers have jobs and their first job is to be a teacher first.”
White agreed with Black and added, “Time. And, they are so welcoming to spend time
after school because our BLT meetings are usually two hours long.” White further
explained that there was a lack of time for teacher-leaders to focus on their BLT
responsibilities during the school day. Teacher attention was focused on their primary
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role of being an educator, not on BLT activities, especially the design and delivery of
professional development.
Time as it related to building capacity also echoed through the one-on-one
interviews. Oak, teacher-leader from ACMS, discussed the importance for teachers to
have the time to consider their personal professional development goals. She expressed,
“I think I would make sure that everyone has time to give their input and ask questions
and clarification.” Oak continued to make the case that teachers needed the time to take
ownership of their own learning but often never had the ability to do so. Teachers have
myriad responsibilities and capacity building often falls to the bottom of the
responsibility list.
Black, principal from RMS, was aware that teaching is the primary job of his
faculty and professional development often is not a primary focus. He explained teachers,
at times, are overwhelmed with their day-to-day responsibilities, and therefore, they do
not have the time, the energy, nor the desire to sit through professional development.
Brown, teacher at RMS, agreed with the principal and simply stated, “There just isn’t
enough time no matter what you do.” Green, teacher, added, “I wish we could do it more
often.” There definitely was a consensus among BLT members at ACMS and RMS
agreeing that there was a lack of time to build capacity among faculty members.
The issue of time, related to mentoring new teachers, was prevalent at ACMS and
RMS. Many of the BLT members from both schools in the study discussed the unique
professional development needs that new teachers require. The basics of teaching,
classroom management, and communication arose as universal needs at both schools for
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new educators. However, time was often a prohibitive factor to ensure new teacher needs
were met.
Alder, principal at ACMS, wanted to provide professional development without
requiring professional development, especially for new educators. He understood how
overwhelming the first few years in the classroom could be. Therefore, the ACMS BLT
tried to personalize PD for each individual. Considering new teachers, the goal was to
offer PD in a less intrusive and more authentic way. For example, every member of the
BLT was available for classroom visits when a teacher asks. Referring back to culture, an
environment had been created where teachers were able to ask for help when needed in
their own time and how they deemed necessary.
Pine, teacher, believed the ACMS model for assisting new teachers was
wonderful. She believed it was a less intrusive way to mentor new teachers. However,
she also commented on time being a factor:
Oh goodness. I think it just goes back to having the time. I think that is what holds
us back. Just the time, we have such great ideas. But as time passes, we do not
meet as often as probably as much as we need to. The time passes and [we] think
about we wanted to do.
Through my observations at both schools, it was perceived there was not enough
time to accomplish the objectives set forth by each BLT. For example, while I observed a
BLT meeting at ACMS, an agenda was projected at the beginning of the meeting.
Unfortunately, only 75% of the agenda items were covered during the meeting. The final
25% of agenda items were tabled for the next scheduled meeting. Additionally, while I
observed a professional development session at RMS, there was not enough time for
teachers to explore concepts that were introduced during a session. The BLT presenters
offered to meet with teachers on an individual basis to explore material presented.
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However, during the planned session, there was not enough time to cover all of the
material that was presented.
Through the review of documents, both BLTs added a tremendous amount of
resources to be disseminated such as spreadsheets, documents, and websites to make-up
for the lack of time at designated PD sessions. The use of electronic communication was
adopted by both BLTs as an additional mode of support to enhance PD opportunities. For
example, both schools added documents to their respective PD web sites related to the
topics presented during PD sessions. The documents loaded to the web sites gave
teachers an opportunity to explore topics in depth and at their own pace.
The lack of time was an overarching theme that interfered with the effectiveness
of designing and delivering PD, building capacity, and mentoring new teachers at ACMS
and RMS. Many of the BLT members were keenly aware that time was limited.
However, BLT members also understood that time must be made for new teachers to
develop into experienced educators.
Distributed Leadership Model in Action
As described in Chapter II, the distributed leadership model relies on the
leadership of several individuals beyond the principal, often including teacher-leaders
and additional school team members (Hulpia et al., 2012). Leadership is a cooperative
process among many individuals and tasks are completed through a team effort. (Hulpia
et al., 2012, p. 1746).
Through this multi-case study, teacher-leaders were active participants of the
respective building leadership teams to design and deliver professional development,
build capacity, and mentor new teachers. This is in line with current research that
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expressed teacher-leaders should be added to leadership roles to deliver professional
development (Cooper et al., 2016; Nicholson et al., 2016). Both BLTs focused on
professional development activities as a primary responsibility.
Often, the role of teacher-leaders in a distributed leadership model is dependent
upon the direction of the principal (Ross et al., 2016). The principals at Aspen Cliffs
Middle School and Rainbow Middle School relied on a distributed leadership model for
the structure of their respective building leadership teams. Both principals worked behind
the scenes to set the direction of the respective BLTs. The BLT members took on specific
leadership roles, and leadership was shared among team members in a highly
collaborative environment, as suggested by Caposey (2013) and Hulpia et al. (2012). The
BLT members at each school in the study purposefully collaborated to make sustainable
pedagogical improvements through intentional professional development opportunities.
The primary responsibilities of each BLT centered around the design and delivery of
professional development, building capacity on an individual basis related to improved
job performance, and mentoring new teachers as a form of professional development.
Northouse (2013) suggested leadership is a way to influence groups of people to
achieve specific and common goals. The structure of the ACMS and RMS building
leadership teams were in line with Northouse’s ideal of leadership. Each BLT in the
study relied heavily upon a distributed leadership model by intentionally sharing
leadership roles among the BLT members. Both BLTs had specific goals to achieve
through professional development activities.
Alder, principal at ACMS, was adamant in conveying the direction of the BLT
should be a collaborative effort and should not be directed solely by him. Through
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observations and interviews, I was able to confirm Alder’s testament to a distributed
leadership model. Each individual had specific responsibilities to design and deliver
professional development, build capacity among colleagues, and mentor new teachers. As
previously mentioned throughout Chapter IV, the ACMS building leadership team was
made up of individuals with varying backgrounds and diverse teaching experiences.
Alder did not fear putting relatively new teachers on the BLT to ensure all voices and
perspectives were expressed. He believed that everyone had unique talents to offer to
colleagues through professional development activities.
Black, principal at RMS, also implemented a distributed leadership model with
the building leadership team. However, Black only relied upon experienced teacherleaders or perceived veteran teachers. He did not bring relatively new teachers into the
fold of the building leadership team. The BLT at Rainbow Middle School was a
collaborative group of individuals who had been working closely together for many
years. Similar to ACMS, each BLT member was responsible for specific aspects of
designing and delivering professional development, building capacity among colleagues,
and mentoring new teachers. During BLT meetings, the BLT members’ voices were
definitely heard and considered; but, the true direction of the BLT came from Black and
his administrative team. Ross et al., (2016) suggested the role of teacher- leaders in a
distributed leadership model is dependent upon the direction of the principal. At Rainbow
Middle School, this idea was confirmed through observations and interviews of BLT
activities.
At both middle schools in the study, ACMS and RMS, teachers appreciated and
valued the professional development opportunities offered knowing that the sessions
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were primarily led by teacher-leaders. There was an obvious sense of mutual respect
between teacher-leaders and teachers who attended the PD sessions. Due to the work of
the respective BLTs through a distributed leadership model, each school was able to
create internal professional development programs.
Summary
In case study research, analysis of the data requires the researcher to “examine,
categorize, tabulate, test, or otherwise recombine evidence” (Yin, 2014, p. 132).
Throughout this process, I was able to compare two case studies to formulate themes to
answer the research question: What is the role of middle school building leadership teams
in professional development? I carefully considered all of the evidence collected through
observations, interviews, and my own personal notes, constructed meaning, then
interpreted the meaning of all the data collected to build an explanation to answer the
research question. By using a multiple-case study, I believe the analysis and results were
more robust than only using a single case study. I was able to identify four overarching
themes and seven sub-themes. I was also able to identify how the distributed leadership
models applies to the building leadership teams in the study. In Chapter V, the
implications of these findings and recommendations for educational leaders is discussed.
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CHAPTER V
CONCLUSION AND RECOMMENDATIONS
Middle school building leadership teams have myriad responsibilities, often
including the design and delivery of professional development (Boylan, 2016; Caposey,
2013; Conner, 2015; Edwards & Hinueber, 2015). In this qualitative study, the research
question focused on the role of middle school building leadership teams, specifically the
role related to professional development. Through the utilization of a multiple-case study,
data were collected through a variety of methods including: one-on-one interviews, focus
group interviews, observations of building leadership team meetings, observations of
professional development offerings led by building leadership team (BLT) members, and
documents. The purpose of the collection of data was to understand the role of middle
school building leadership teams in professional development. Four major themes
emerged through this multiple-case study: design and delivery of professional
development, building capacity among faculty, mentoring new teachers through
professional development, and time. The creation of a collaborative building leadership
team, with a primary focus on the design and delivery of professional development, was
critical to understand and was necessary for faculty to grow and develop in their careers.
The participants in this study, as individual contributors and collaborative team
members, assisted me in understanding the context of how the individual BLT member
contributes to the building leadership team, specifically related to professional
development. The one-on-one interviews were integral to the study and allowed me to
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“uncover networks of information, narratives, and meaning to understand the context in
which they operate” (Vogt et al., 2014, p. 39). Through the data collection process and
analysis of the data, I was able to illuminate two comparable structures of middle school
BLTs that impacted the design and delivery of professional development. Many of the
findings were consistent with previous research related to the purpose of BLTs (Boylan,
2016; Caposey, 2013; Conner, 2015; Edwards & Hinueber, 2015). Additionally, some of
the findings were consistent with previous studies related to the need for collaboration
among colleagues to make sustainable pedagogical improvements (Cooper et al., 2016;
Hauge et al., 2014)
One primary way this study differed from previous research was the focus on
middle school building leadership teams related to professional development instead of
the primary focus on the principal as the sole instructional leader. The findings from this
study were in line with previous research that concluded the scope of the role is greater
than one individual’s capacity to handle (Johnston, 2015). Due to increased
responsibilities of the principal role, additional help was necessary to support the
principal (Ross et al., 2016). This study aimed to explore how a group of individuals, in
the form of middle school BLTs, supported professional development opportunities
instead of the responsibility falling on one individual.
In this chapter, the significance of the research findings is highlighted and the
implications of these findings are explored. The implications of the study may be
valuable or useful to middle school principals who are interested in redesigning or
creating a BLT that focuses on professional development. Additionally, the limitations of
the study are communicated and possible recommendations for future studies are offered.
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Finally, an exploration of my personal perspective of the structure of middle school
leadership teams is discussed and how this study changed my perspective, as a middle
school principal, of the role of BLTs related to professional development.
Significance of the Research
Numerous similarities emerged between the two institutions through the
examination of BLT practices within this multiple-case study. Aspen Cliffs Middle
School (ACMS) and Riverbend Middle School (RMS) had high functioning building
leadership teams consisting of administrators and teacher-leaders. Each BLT’s focus was
primarily on the design and delivery of professional development, building capacity
among faculty members through professional development, and mentoring new teachers
through professional development opportunities. Through this study, the barrier of time
also emerged as a theme that was prohibitive to the work of both BLTs. The following
highlights the significance of each area.
Creation of a Cohesive
Building Leadership
Team
A key factor in both BLTs in the study was the prevalence of collaboration among
the individuals. Harris (2010) suggested for any school to achieve success, leadership
should be distributed among administrators and teacher-leaders. ACMS and RMS
building leadership teams adhered to distributed leadership models and collaboration was
a fundamental concept to the success of both BLTs. Conner (2015) suggested “authentic
collaboration among faculty may be the key to creating an effective learning environment
(p. 12). It was perceived through the study that both schools created a learning
environment based on the work and effort of the collaborative members of each BLT.
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The ACMS and RMS BLTs influenced constructive change through professional
development activities in their respective organizations utilizing a distributed leadership
model. Each administrator and teacher-leader in the study had a formal leadership role
that was distributed (Harris, 2013; Klar, 2012; Woods, 2016). As recommended in a
previous study by Hulpia et al. (2012), leadership went far beyond the principal and
administrative team. Members of each BLT had a formal leadership role specifically
related to the design and delivery of professional development, building capacity of
faculty, or mentoring new teachers. A team effort was at the core of both BLTs in the
study (Hulpia et al., 2012).
At RMS, the BLT had a more traditional feel where the principal and the
administrative team set the direction of the BLT. The BLT members had leadership roles
in the design and delivery of professional development; however, the direction of the
BLT was dependent upon the principal and the administration team. This model was
reflective of previous research from Ross et al., (2016) which found the need for
principals to recruit teachers into leadership roles to assist with instructional leadership.
Alternatively, ACMS depended upon the collective voice of all BLT members to
set the direction of the BLT. The principal of ACMS directly conveyed that he did not
believe it was appropriate for him and the administrative team to set the direction of the
BLT unilaterally. Leadership was shared among the BLT members at ACMS and it was a
group effort (Hulpia et al., 2012).
A component of collaboration with both BLTs in the study was the establishment
of a positive rapport and trust among the BLT members and faculty. In accordance with
previous research from Haghighi-Shirazi et al. (2015), many of the participants
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highlighted trust as a factor for professional development to be successful in their
respective middle schools. Through my observations, I perceived there was mutual trust
and respect among BLT members at each school. Trust among BLT members was the
foundation of the positive relationships and allowed BLT members to work
collaboratively, focusing on professional development opportunities for teachers in both
buildings. Numerous participants focused on the need to build trusting relationships not
only with their colleagues on the BLT but also with their colleagues in the building
(Tschannen-Moran, 2004). Some of the teacher-leaders who were BLT members viewed
themselves as the identified individuals in the building who were able to offer assistance
to colleagues in a non-evaluative way.
Based on existing research, “distributed leadership is composed of four
components: quality of support, quality of supervision, distribution of support, and
distribution of supervision” (Hulpia et al., 2012, p. 1748). Both schools in this study
displayed all four components of the distributed leadership model. Both BLTs were
dedicated to quality support and supervision through the design and delivery of
professional development opportunities. Additionally, all teacher-leaders in the study
clearly understood their role regarding the distribution of support and supervision.
Through my observations of professional development opportunities at both schools, the
administrators and teacher-leaders were highly involved in the PD offered. Through their
roles as facilitators of professional development and their involvement in building
capacity, the distribution of support and supervision was evident. Additionally, as
mentors to new teachers, the distribution of support and supervision was apparent.
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The Impact of Designing and
Delivering Professional
Development
The design and delivery of professional development was paramount to the
success of effective teacher growth related to the art of teaching. Research suggested onestop professional development opportunities do not have an impact on improved teaching
practices (Bingham-Linn et al., 2010; Field, 2011; Hunzicker, 2011). The practices of the
ACMS and RMS BLTs were in alignment with the wide array of research related to onestop PD and intentionally planned professional development opportunities that were
focused and revisited often to ensure sustained learning. Additionally, both schools
offered personalized learning for any teacher actively seeking additional learning
opportunities related to PD offerings. The additional PD offerings consisted of multiple,
intense opportunities to revisit material previously taught through PD sessions where
teachers had the greatest chance to improve or change teaching practices. This practice
was reflective of research that supports ongoing exposure to professional development
opportunities to improve the quality of teaching (Hunzicker, 2011).
It is important to note that professional development is also offered at the school
district level in addition to the PD offered at each respective school. There is a wide array
of professional development opportunities ranging from direct teaching practices to more
nuanced PD offerings involving specific topics such as differentiation, personalized
learning, technology in the classroom, and 21 st century skills. Both schools in the study
encouraged faculty to also attend professional development opportunities at the school
district level in addition the PD offered at the school level.
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There is a significant amount of published research indicating that, for
professional development to be effective, it must include “content focus; active learning;
coherence; sustained duration; and collective participation” (Desimone & Pak, 2017, pp.
4-5; see also Hunzicker, 2011; Main & Pendergast, 2015, p. 2). Both BLTs in this study
incorporated the five elements into their professional development practices. The findings
of this study reflected the five elements; however, at both schools in this study, not every
element was adhered to completely in their professional development practices. Each
point is discussed in more detail below.
Observing BLT meetings at each school, a significant amount of meeting time
was dedicated to content. BLT members discussed the needs of teachers within the
building and designed PD opportunities focused on specific content. Both schools relied
upon surveys completed by staff members communicating their needs for possible future
PD offerings. Since both BLTs in the study were comprised of individuals with diverse
backgrounds, the PD offerings could also be diverse based on the expertise of the BLT
members. However, RMS had more flexibility is this area due to its increased
professional development budget compared to ACMS. The principal of RMS had the
flexibility to bring in outside PD professionals to lead sessions if the BLT members did
not have the capacity to lead specific PD sessions. ACMS had a more limited budget and
relied upon the BLT members and other staff members to lead PD sessions.
Active learning is characterized by a teacher’s involvement in the learning
process (Desimone & Pak, 2017). Active learning was at the core of professional
development sessions I observed at both schools. For example, at ACMS I observed a PD
session led by Birch related to technology integration. She began the session with a mini-
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lesson introducing various technology that could enhance student learning. After Birch
demonstrated possible ways to integrate technology, she immediately released the group
to allow participants hands-on time with the tools presented. As I observed participants,
many people were integrating the new technology immediately into existing lesson plans.
At RMS, the phenomena were similar to the experience I observed at ACMS. During an
observation of a PD session on mindfulness, the participants were not passively listening
to experts in the field of mindfulness. Throughout the session, the participants were
actively engaged in mindfulness strategies that could immediately be put into practice in
the classroom. The RMS PD participants were actively engaged in the learning process
similar to the PD sessions at ACMS.
Coherence of the PD sessions was at the root of designing and delivering PD at
both schools. Main and Pendergast (2015) described coherence as, “the connection
between the professional development and the reality of the classroom” (p. 6). Through
the planning stages, BLT members always put themselves in the learner’s seat to ensure
that the content of the sessions was coherent and relevant to the classroom reality. At
ACMS and RMS, the BLT members had a goal to never waste anyone’s time. However,
at RMS, the professional learning specialist made sure to express not everyone is keen on
attending professional development. Although, in my opinion, the sessions I attended
were coherent at both institutions, I am not able to confidently say that all participants
believed the sessions were coherent or relevant for all participants.
Sustained duration of PD was a factor that each BLT discussed. Goldschmidt and
Phelps (2010) suggested that, after professional development activities end, the learning
is often not sustained. In direct response to non-sustained learning, the BLTs at both
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schools do not believe in offering one-stop PD opportunities. I noticed during the BLT
planning sessions that both BLTs discussed multiple opportunities for each PD session.
While BLT members were in the design phases of PD, the BLT members made a point to
create follow up PD opportunities related to the same topic. Additionally, BLT members
at each school stated they were available for one-on-one assistance to any faculty
member who desired additional support or training. In line with previous research from
Hunzicker (2011), BLT members believed multiple learning opportunities led to
improved teaching practices.
Collective participation was evident during PD sessions at each school. However,
I am not able to say there was 100% collective participation at either school. As the
professional learning specialist (PLS) at RMS stated in her one-on-one interview, not
everyone was passionate about professional development. She believed there were many
people in the profession of teaching to collect a paycheck and have the summer off. The
PLS wished this was not a reality and continually attempted to encourage teachers to
grow professionally; however, she was a realist and understood that not everyone would
participate fully. Soine and Lumpe (2014) suggested PD opportunities should create
opportunities for teachers to take ownership of their own learning and be comfortable in
the role of a student to grow professionally. Unfortunately, through the findings of this
study, it was perceived that not everyone who attended PD sessions was willing to
collectively participate to grow professionally.
The Importance of Building
Capacity
Based on the existing literature, building capacity through professional
development could take many forms including: workshops, conferences, seminars,
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professional learning communities, and hallway discussions with colleagues (Adams,
2014; Avalos, 2011; Desimone, 2009; Soine & Lumpe, 2014). Through the findings of
this study, the BLT members observed and interviewed focused on formal learning
opportunities. Although there is research highlighting the importance of organic learning
opportunities which can happen at any place and at any time (Desimone, 2009), the
findings of this study did not illuminate the informal learning opportunities that teachers
experienced.
Based on existing literature, a viable way to build capacity among teachers is the
ability to lead professional development sessions (Cosenza, 2015; Ghamrawi, 2013;
Sinha et al., 2012). The teacher-leaders in this study, through their work on their
respective BLTs, had an essential role in leading professional development sessions and
therefore were building their own capacities. The teacher-leaders in the study assisted the
administrators in creating professional development programs that aligned with the
school building’s goals, reviewed feedback through survey data, and made changes to the
professional development agenda based on feedback. This practice was reflective of
current research that expressed these steps were essential for educator learning (Sinha et
al., 2012).
An area where the findings diverged between the two schools was the reliance on
teacher-leaders at different career stages to lead professional development. At RMS, the
BLT was comprised of veteran teachers only. Alternatively, at ACMS, the BLT
incorporated teachers with limited teaching experience. Edwards and Hinueber (2015)
stated, “Teachers at all career stages, if given the proper support, can design and lead
effective professional development” (p. 26). The ACMS practice of incorporating less

122
experienced teachers into the BLT was reflective of the research of Edwards and
Hinueber (2015). The ACMS principal clearly conveyed through a one-on-one interview
the importance to him of incorporating less experienced teachers into the BLT. He
strongly believed that veteran teachers can learn just as much from less experienced
teachers. As an observer of professional development sessions at ACMS, in my opinion,
the less experienced teachers led sessions as effectively as their experienced counterparts.
Based on the participants’ comments, collaboration emerged as an essential
component of building capacity (Desimone & Pak, 2017; Haghighi-Shirzi et al., 2015).
Collaboration is perceived as collective participation. Without collaboration, professional
development is often times considered ineffective (Hunzicker, 2011; Main & Pendergast,
2015). The BLT members at each school tried to attain direct knowledge of teachers in
their buildings to build relationships. Also, through the findings, honoring the diversity of
faculty was a way to collaborate effectively to ensure capacity building. Through
observed professional development sessions at each school, I perceived the participants
that had a collaborative relationship with the presenter of the PD seemed to be more
engaged in the session. This was evident to me through the participants’ collective
participation in the professional development activities. Collective participation or
effective collaboration was reflective of the research from Desimone and Pak (2017),
which found that collaborating with a coach, or, in this study, a BLT member was
advantageous in professional development to build capacity.
Mentorship of New Teachers
The findings of this study illuminated the practice of mentoring new teachers,
through professional development as a role of the middle school building leadership
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team. As I interviewed BLT members, I was surprised to learn that this was a role of each
school’s BLT. The Colorado Department of Education requires a two-year induction
program for all new teachers. The purpose of the induction program is to train and
support new educators through improving teaching practices (CDE, 2017, Induction
section, para. 2). After completing the mandatory two-year induction program, educators
are permitted to apply for a professional teaching license through the Colorado
Department of Education. In my experience as a middle school administrator, I never
heard of this responsibility falling upon the building leadership team as a group. Previous
studies indicated the responsibility of improving teaching practices often falls solely on
the principal or with school district personnel (Supovitz et al., 2010; Tschannen-Moran,
2004). The findings of this study illuminated that the responsibility could fall not only
upon the principal but also on the BLT as a group.
Through the emergent theme of mentoring new teachers in the findings, the idea
of a positive climate and culture emerged as an aspect in supporting new teachers
(Avalos, 2011; Postholm, 2012). Consistent with previous research, a positive climate
and culture is essential for organizations to be successful with professional development
(Avalos, 2011; Hallam et al., 2015; Postholm, 2012). ACMS and RMS communicated the
importance of creating a positive work environment where teachers were valued, with
special attention on new teachers. The goal at each school in the study was to develop
and retain new teachers. Through the work of each BLT, creating a positive climate and
culture, especially related to mentoring new teachers, was important.
The factor of trust also emerged as an aspect that impacted the climate and culture
of both buildings in the study, especially related to mentoring new teachers. Through the
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analysis of the comments of the one-on-one interviews, many of the participants
remarked on the importance of establishing trust among faculty before trying to offer
professional development opportunities or mentoring new teachers. The findings of this
study revealed that trust was a necessary factor in mentoring new teachers. Many of the
participants believed trust must be established among BLT members and with colleagues
in the building before any learning can take place. After trust was established, many of
the BLT members expressed their colleagues were more open to trying something new.
At RMS, BLT members communicated that the content of mentoring could contain basic
concepts like setting up a classroom or communication with parents. However, even new
teachers might be closed off to learning these concepts if trust was not established first.
Time
As a former teacher and a current administrator, I understand the prohibitive
factor of time just as well as the participants in the study who cited time as a hurdle to the
work of the BLT. Time emerged as its own theme due to the amount of responses during
the one-on-one interviews that highlighted time as a prohibitive factor of all aspects of
the BLT work. Through the study, it was highlighted that every member on each BLT
had a primary job either as an administrator, professional learning specialist, or as a
teacher. Therefore, the work that all members put in on the BLT was above and beyond
their daily responsibilities. Although the teacher-leaders received a stipend for their work
on the BLT, many of the participants found it difficult to balance their primary job and
BLT demands. However, most participants in the study found their work on the BLT to
be important and rewarding.
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Based on the interviews, the lack of time was a universal theme that prohibited
the effectiveness of designing and delivering professional development, building
capacity, and mentoring new teachers at ACMS and RMS. However, the majority of the
BLT members consistently attended BLT meetings, facilitated professional development
sessions, and mentored new teachers whenever they were called upon to do so. The
dedication of the majority of BLT members at each school was apparent to me during the
study. In my opinion, this type of dedication was necessary for the BLTs to be successful.
Unfortunately, time was an issue that impacted both BLTs in the study; yet, both BLTs
were dedicated to roles in designing and delivering professional development, building
capacity, and mentoring new teachers.
Implications of the Research
Building leadership teams are created for a variety of reasons and not necessarily
created to support professional development. However, this study focused on the role of
middle school building leadership teams in professional development. The findings of
this study related to the role of the middle school BLTs highlighted four areas: design and
delivery of professional development, build capacity among faculty, mentor new
teachers, and time. These four areas emerged as important facets of a professional
development program. The structure of the BLTs in this study could be replicated by
other middle schools to enhance their professional development programs. Additionally,
this BLT structure could transfer the responsibility of sole instructional leader from the
principal and distribute the responsibility among administrators and teacher-leaders.
Based on the findings of this study, recommendations for school district leaders and
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building administrators are expressed as a possible way to structure a middle school
building leadership team related to professional development.
School District Level
Recommendations
The first recommendation at the school district level is to expand a building
leadership team program to every school within the school district including elementary,
middle, and high schools. Creating a common structure of BLTs within a school district
could create consistency among schools and a common language around BLTs. Each
school could benefit from an expanded building leadership team beyond the principal and
assistant principals. Including teacher-leaders on building leadership teams is an effective
way to distribute leadership and build capacity among staff into the realm of leadership
without designating a formal leadership role such as an assistant principal or dean.
The schools in this study paid a yearly stipend of $1,500 to each teacher-leader on
the building leadership team. It is recommended that the funds for the stipends be
allocated from the school district professional development budget. In this particular
school district, many professional development offerings have shifted to the schools’
control due to the increase of professional development work from the BLTs; however,
the school district’s professional development budget has remained status quo. Funds
could be reallocated to individual schools from the overall school district professional
development budget to help offset the costs of the stipends.
An additional recommendation is to create a cohort consisting of a BLT
representative from each school within the school district to meet once per quarter with
the school district professional development department. The purpose of the cohort would
be to ensure that each building leadership team is in alignment with the school district’s
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goals and vision. The school representative could be the liaison between the school and
the school district regarding the school district goals and vision. Creating this cohort
could also establish another opportunity for teacher-leaders to take on a leadership role.
The cohort could develop a pipeline of internal candidates for future leadership roles on
the school or school district level.
A final recommendation for the school district level is to offer training for
building leadership teams on how to work together as an effective team. Additional
training regarding how to coach colleagues would also be beneficial. It is important to
take into consideration that although there are teacher-leaders on the building leadership
teams, many of the teacher-leaders have never held leadership roles prior to their work on
the BLT. Professional development for BLT members could be offered as summer
intensive training institutes (Odden & Picus, 2014). Additionally, coaching throughout
the academic year should also be offered to BLT members to improve BLT member
skills as instructional leaders. This recommendation was generated from the observations
and one-on-one interviews where I viewed and heard that many BLT members did not
feel comfortable delivering professional development to colleagues. Professional
development for BLT members may increase confidence and develop BLT members into
expert presenters and coaches.
Building Level Recommendations
One of the primary differences between the two schools in this study was the
development of goals for the BLTs. At RMS, the direction for the BLT was set by the
principal and the administrative team. At ACMS, the direction of the BLT was set by the
collaborative effort of all BLT members. It is recommended that the goals of the BLT be
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defined by all members of the BLT, similar to the ACMS model. In a distributive
leadership model, leadership is influenced by all members of a group to accomplish a
shared goal or vision (Northouse, 2013). In this case study, the BLT members were
responsible for three main areas of professional development: design and delivery,
building capacity, and mentoring new teachers. If BLT members are responsible for such
broad areas of professional development they should have the ability to give input on the
goals related to each area. Allowing BLT members to give input may increase buy-in and
productivity of BLT members.
Collaboration is essential for a BLT to function effectively. This recommendation
is reflective of research by Conner (2015) “authentic collaboration may be the key to
creating an effective learning environment” (p. 12). It is highly recommended that each
BLT spend a significant amount of time building cohesive and trusting relationships
among members before beginning any work. Time should be spent prior to the beginning
of a new school year to build relationships among BLT members to ensure a
collaborative environment before moving forward to achieve BLT goals. Additionally, it
is recommended to spend time developing relationships throughout the school year
dedicated to cultivating relationships to ensure a positive rapport among BLT members
(Troen & Boles, 2012). Continually cultivating relationships will enhance the
collaboration among BLT members to achieve goals. Through the study, it was perceived
that both BLTs spent a significant amount of time developing positive working
relationships among colleagues. Trusting one another, in a team environment, solidified
collegial relationships that enhanced the work of the BLTs to create common goals and
deliver professional development opportunities to faculty.

129
Another recommendation is to create a middle school BLT consisting of
individuals with various backgrounds and experiences. Although through the findings of
this study, RMS only had veteran teachers on their BLT and ACMS had a mix of new
and veteran teachers; it is recommended to create a BLT similar to the ACMS model. The
inclusion of less experienced teachers on a BLT sends a message to faculty that the
administrative team is willing to invest and cultivate talent at any career stage. New and
veteran teachers alike have the ability to contribute effectively to a BLT and a
professional development program.
Personalization of professional development was an area that was discussed by
several participants in the study. It is recommended to increase personalization of
professional development opportunities. It is common for schools to have teachers at
various stages of a career. Therefore, the professional development needs vary greatly
dependent on the individuals. To meet the needs of all learners within a school building,
personalization of professional development needs to be increased. To do so, BLTs
should tap into the expertise of all teachers in a building and ask non-BLT members to
also design and deliver professional development, build capacity, and mentor new
teachers. This practice will allow others in the school building a chance for a leadership
opportunity and will also give more breadth and depth to the professional development
opportunities in the school. This will also alleviate some of the responsibilities of the
BLT members so they can also attend professional development sessions as a participant
and not always as a presenter.
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Limitations of the Study
As mentioned in Chapter III, the primary limitation of this study is the fact I am
employed by the school district where the study was completed. All of the participants
were aware that I was currently employed as a principal within the school district.
Although I strictly adhered to the University of Northern Colorado Institutional Review
Board policies and conducted myself in an ethical manner during this research study,
some of the participants may not have been completely transparent throughout the study
due to my affiliation with the school district.
Another limitation of the study was the small number of participating middle
school building leadership teams. The study included two BLTs in the Denver Metro area
and the BLTs were in the same school district. Colorado is a large state with 178 school
districts of varying sizes. The two schools in this study were part of a large school district
in the Denver Metro area. Schools from this area have a very different student population
than schools in rural areas of Colorado; therefore, the structure of building leadership
teams may be extremely different due to the needs of middle schools in smaller
environments.
An additional limitation of the study was the focus on middle school BLTs only. I
did not include elementary school or high school building leadership teams. For future
studies, the inclusion of other levels of schools would be appropriate.
Recommendations for Future Study
Building leadership teams are often created to distribute leadership among many
individuals to ensure the goals and vision of a school are met. Professional development
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is just one area that a building leadership team may choose to focus upon. Based on the
findings of this study, several recommendations emerge for future study.
The first recommendation is to study faculty members’ perceptions of the work
conducted by a building leadership team. Including faculty voices in a study may shed
light on the value of the professional development offered through the perception of
teachers receiving the professional development. It may be valuable to administrative
teams to understand faculty perceptions of the BLT to either restructure the BLT or to
revise PD opportunities based on the faculty input.
A second recommendation is to include elementary school BLTs and high school
BLTs to compare and contrast BLT roles related to professional development. Including
all academic levels may allow a researcher to explore if it is possible to create a school
district structure for a BLT. It may be beneficial for school district administrators to
understand BLTs at different academic levels to possibly create a cohesive BLT structure
within a school district to ensure alignment among schools.
A third recommendation is to include schools from various sized school districts
across the state or from other states in a study. Comparing and contrasting the distributed
leadership model in relationship to professional development activities may assist
administrative teams in redefining the role of BLTs related to professional development.
It may be of interest to determine if a distributed leadership model for a BLT is an
appropriate structure to design and deliver professional development.
A final recommendation is to extend the study by exploring the impact of
professional development on the improvement of teaching practices. Through this study,
the work of the BLT related to professional development was an integral practice to
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delivering professional development opportunities. It would be of interest to explore the
relationship of professional development activities related to the improvement of teaching
practices.
Researcher Reflection
Creswell (2015) expressed the notion that a qualitative researcher spends a
significant amount of time with participants of a study; therefore, the researcher is “in a
good position to reflect and remark on the larger meaning of the data” (p. 257). Before I
embarked on the study, it was essential for me as the researcher, to put aside my own
perceptions regarding the understanding of the role of a middle school building
leadership team. As previously mentioned in Chapter III, I am a middle school principal
with a building leadership team. Throughout this study, I had to bracket my own
preconceived notions regarding the role of middle school BLTs. I immersed myself in the
study, as researcher, trying to understand how BLTs are structured through two case
studies. At the beginning of this study, I found it difficult not to jump to conclusions.
However, after multiple observations, focus group interviews, and many one-on-one
interviews, I was able to let the data speak for itself through each case study.
I believe BLTs are important and necessary for middle schools to create
professional development programs. The implementation of a BLT, with a focus on
professional development, allows the responsibility of PD to be shifted from the principal
as the sole instructional leader to a group of individuals. Through a distributed leadership
model, the responsibility of professional development is shared among administrators and
teacher-leaders. I believe this practice allows for greater flexibility in a professional
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development program by including perspectives of many individuals instead of just one
individual, the principal.
Throughout the study, I was impressed with each principal in the study. Their
views, at times, conflicted; however, each principal assembled a strong BLT that was
appropriate for their school. After the study concluded, I reflected upon the BLT that is
assembled at the middle school where I am employed. I made changes to my BLT based
on the new insight gained through this study. For example, similar to the practice at
ACMS, I added less experienced individuals to the BLT. Since I have made the change to
add less experienced individuals, new perspectives and voices have emerged during our
BLT meetings. As a group, we are looking at professional development from a different
lens due to the added voices at the table. This was eye opening for me as a principal and
immediately changed my practice regarding the make-up of the BLT. Through this study,
I learned it does not matter how many years of experience a teacher has to be a valuable
BLT member. Alternatively, passion for the position is more important than years on a
resume.
Building capacity emerged as a theme of this study. For me, building capacity has
always been an implied concept within the creation of professional development
opportunities created by the BLT. Moving forward, I will ensure this becomes more of an
intentional aspect of the BLT work, woven into the design and development of
professional development. Through participant interviews, I learned building capacity in
teachers was a primary focus of both BLTs in the study. Building capacity meant an
intentional way to improve teaching practices, not just the idea of learning a new concept
through PD opportunities with the possibility of not being implemented into daily
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practice. Alder, principal from ACMS, spent a significant amount of time discussing with
me the importance of building capacity. He convinced me that building capacity is a
primary focus of the BLT and professional development should be designed with
capacity building in mind. According to Alder, if there is a defined purpose to the
designed professional development opportunities, capacity building will naturally occur.
This idea resonated with me as middle school principal. As I move forward with BLT
work, I will definitely incorporate this idea into future professional development
planning.
A surprise emerged from the data for me. I was not expecting the theme of
mentoring new teachers to be as strong as designing and delivering professional
development. As a building principal, mentoring new teachers falls under a formal
induction process led by an assistant principal in the building where I am employed. I
never considered to expand the mentor or induction responsibilities to the BLT. After
immersing myself in the data, I learned mentoring new teachers is an extension of
professional development and can be part of BLT responsibilities. However, I believe
mentoring new teachers is a unique responsibility and should be focused upon with
specific intention. The BLT can assist with mentoring new teachers but should not be
fully relied upon to lead mentoring or induction practices.
Throughout the study, my personal belief related to lack of time for specific
endeavors was reinforced. I often feel stretched beyond my limits as a middle school
principal. There never seems to be enough time in the day to accomplish day to day tasks
or goals.
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I believe a BLT is an appropriate way to spread out leadership responsibilities and
opportunities through a distributed leadership model, especially related to the role of
professional development. I affirm there are many talented individuals in my school who
can assist with professional development, capacity building, and mentoring new teachers.
I must be cognizant to offer leadership opportunities to all individuals to create a
collaborative environment where everyone can thrive professionally.
Conclusion
The creation of middle school building leadership teams is one way to distribute
leadership among administrators and teacher-leaders to design and deliver professional
development to faculty within a middle school. Tapping into the expertise of teacherleaders takes the burden of instructional leadership off the principal and distributes the
responsibility of instructional leadership across a team of individuals. Through this study,
the role of middle school building leadership teams emerged as taking on the
responsibility of the design and delivery of professional development, building capacity
among faculty, and mentoring new teachers. This study provided insight for school
leaders on a possible way to structure a middle school building leadership team to support
professional development at the middle school level.
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Project: The Role of Middle School Building Leadership Teams in Professional
Development
Date:
Time:
Location:
Interviewer:
Interviewee (Pseudonym):
Research Question: What is the role of middle school building leadership teams in
professional development?
The purpose of this study is to explore the role that middle school building leadership
teams have in professional development (PD). The importance of the role of the principal
in professional development has been widely researched (Buttram & Farley-Ripple,
2016; DuFour & Eaker, 1998; Hallinger & Heck, 2010; Murphy, 2002; Spillane, 2006;
Supovitz et al., 2010; Tschannen-Moran, 2004); however, there is minimal research
regarding the impact of middle school building leadership teams (BLTs) in professional
development. This study is intended to add to the body of research regarding the role that
middle school BLTs have on PD and give guidance to principals on how to appropriately
structure BLTs for PD.
The data from this interview and analysis of data will be kept confidential. After the
interview, I will transcribe it. A copy of the transcription will be shared with you to
review for accuracy. After the transcription is approved, the data will be coded and
analyzed for specific themes.
The interview will take approximately 45 to 60 minutes. Please read and sign the consent
form before we proceed. I will turn on the digital recorder and test it prior to beginning.
Additionally, I will be taking notes throughout the interview. Thank you for your
participation in this interview.

Questions:
1. Please introduce yourself (pseudonym will be used for anonymity). Tell me why you
decided on a career in education and why you continue to work in the field of education.
2. Please tell me your role (administrator, teacher-leader, etc.) and how long you have
served on the Building Leadership Team (BLT).
3. In your estimation, how much time do you spend on the BLT activities?
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Sub questions:
3a. From your perspective, what activities that you are involved in with the BLT
are the most important? Why?
3b. From your perspective, what activities that you are involved in with the BLT
are the least important? Why?
4. From your perspective, what makes your BLT successful?
5. From your perspective, are there any factors that inhibit the work of the BLT?
6. Please describe, in detail, your responsibilities as a member of the BLT?
Sub questions (if not addressed in #6):
6a. What are your responsibilities in the design of professional
development?
6b. What are your responsibilities in the delivery of professional development?
7. Tell me how your role on the BLT impacts professional development in your building?
8. From your perspective, describe the group dynamics of the BLT.
9. If you could change anything regarding the design and delivery of PD what would it
be? Why?
10. If you could improve anything regarding the BLT in relation to the design and
delivery of PD, what would it be? Why?
11. From your perspective, is professional development valued by staff in your building?
Sub question:
11a. Do you feel your work related to professional development design and
delivery is valued by staff in your building? Is it valued by administration? How
can you tell?
12. Is there anything else that you would like to share related to your work in the design
and delivery of professional development that I have not specifically asked?
I would like to take this opportunity to thank you for your participation in this interview.
Please rest assured that your answers will be kept confidential. As soon as I have the
interview transcribed, I will send you a copy to check for accuracy. Thank you again for
your time and commitment.
Process:
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1.
2.
3.
4.
5.

Ask opening question.
Ask each subsequent question and sub questions as necessary.
Finish interview with last question.
Explain the transcript review process.
Thank individual for his/her time and dismiss.
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Project: The Role of Building Leadership Teams in Professional Development
Date:
Time:
Location:
Interviewer:
Interviewees (Pseudonyms):
Research Question: What is the role of middle school building leadership teams in
professional development?
The purpose of this study is to explore the role that middle school building leadership
teams have in professional development (PD). The importance of the role of the principal
in professional development has been widely researched (Buttram & Farley-Ripple,
2016; DuFour & Eaker, 1998; Hallinger & Heck, 2010; Murphy, 2002; Spillane, 2006;
Supovitz et al., 2010; Tschannen-Moran, 2004); however, there is minimal research
regarding the impact of middle school building leadership teams (BLTs) in professional
development. This study is intended to add to the body of research regarding the role that
middle school BLTs have on PD and give guidance to principals on how to appropriately
structure BLTs for PD.
The data from the focus group interview and analysis of data will be kept confidential.
After the interview, I will transcribe it. A copy of the transcription will be shared with the
group to review for accuracy. After the transcription is approved by the individuals who
participated in the focus group, the data will be coded and analyzed for specific themes.
The focus group interview will take 45 to 60 minutes. Please read and sign the consent
form before we proceed. I will turn on the digital recorder and test it prior to beginning.
Additionally, I will be taking notes throughout the focus group interview.

Questions:
1. Please introduce yourself (pseudonyms will be used during analysis), tell me your role
(administrator, teacher-leader, etc.) and how you were appointed to be a member of the
Building Leadership Team (BLT).
2. How often does the BLT meet?
3. What is your overall experience as a BLT member?
4. Tell me about your greatest successes as Building Leadership Team?
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Sub question (if not addressed in #4):
4a. Is the BLT successful in the design and delivery of professional development?
If yes, how?
5. Focusing on professional development, describe one professional development session
designed as a collaborative group.
Sub questions (if not addressed in #5):
5a. How did the group select this specific professional development opportunity?
5b. How did the group decide who was responsible for specific design elements of
this PD activity?
5c. How was the workload divided among BLT members?
6. As a group, does the BLT evaluate professional development activities? If so, how?
7. Is there anything else regarding your role as a BLT member that you would like to
share that I have not directly asked?
I would like to take this opportunity to thank each of you for your participation in the
focus group interview. Please rest assured that your answers will be kept confidential. As
soon as I have the focus group interview transcribed, I will send each of you a copy to
check for accuracy. Thank you again for your time and commitment.
Process:
1. Ask opening question to each individual.
2. Question number two can be answered by one person only.
3. Ask each subsequent question and sub questions as necessary to each individual.
4. Finish focus group interview with last question.
5. Explain the transcript review process.
6. Thank group for their time and dismiss.
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OBSERVATION PROTOCOL
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Project: The Role of Middle School Building Leadership Teams in Professional
Development
Date:
Time:
Location:
Length of Observation:
Elements
Structure – General
People: Who are the members of the
BLT?
Hierarchy: What are the levels of
authority of the group?
Sociogram: Map the structures and
interactions among group members.
Structure – Roles and
Relationships
Who plays key roles in collaborative
group?
Who is on the periphery of the
group?
Who is/is not critical to the group?
Structure – Rules/Expectations
Are there formal rules among the
group?
Are there informal rules among the
group?
What are the behavioral norms?
Structure – Resources
How does knowledge pass?
(One way, independent,
collaborative?)
Processes
Planning: How does the BLT plan
as a group?
Decision Making: How are
decisions made?
Implementation: How are activities
implemented?
Goals, Outcomes, Measures
Goals: What are the PD goals?
Outcomes: What are the intended
outcomes of the planned PD
activities?
Measures: How are the goals and
outcomes measured?

Observation(s)
Time(s) / Tally

Reflective Notes
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SNAPSHOT OF CODING PROCEDURES
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Coding Method

First Cycle of Coding
Function

Attribute

Basic descriptive coding

Structural

Conceptual phrasing of data

In Vivo

Participants’ own words

Value

Participants’ values (v), attitudes
(a), and beliefs (b)

Examples
(non-exhaustive list)

- Participants were categorized by job titles:
principal, assistant principal, dean, professional
learning specialist, teacher.
- Participants were also asked how many years
of educational experience
- Two tables created highlighting attribute
coding (one for each school)
- satisfaction of helping others
- interaction with teachers is huge
- teacher interaction is essential
- supporting teachers is essential
- designing PD is an important aspect
- delivering PD is a BLT member’s
responsibility
- PD builds capacity
- PD is valued
- never have enough time
- planning PD as a group is important
- having a vision for PD is important
- try to personalize PD
- PD must be intentional
- collaboration is essential
- structure of PD is important
- new teachers have different needs
- never enough time
- short on time
- need more time
- empowering teachers to take control of
learning is essential
- teachers need to trust BLT
- feedback is essential for planning
- Please see Chapter IV for quotes captured
v – important to sift through feedback
v – people
v – build capacity among BLT member to be
teacher-leaders
a – appreciate the organization
a – love to help others
a – love creative process of teaching
a – new teachers should be a priority
a – principal needs to trust BLT members
b – mentoring new teachers is the most
important responsibility
b – PD is an essential role of the BLT
b – need more time
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Second Cycle of Coding
Findings Summary Table
Axial Coding
Theme / Sub-Themes
Theme 1: Design and Delivery
of Professional Development
- Structure & Purpose
- Facilitation
- Personalization

Meaning
A primary responsibility of both
BLTs in the study was the
design and delivery of
professional development.

Theme 2: Building Capacity
- Collaboration
- Empowerment

Building capacity is the idea of
improving a teacher’s practice.

Theme 3: Mentoring New
Teachers
- Culture
- Input

To specifically assist new
teachers with foundational
classroom skills and improving
pedagogical practices.

Theme 4: Time

- The lack of time was a theme
to emerge for all participant
responses and observations.

Evidence
- First cycle of codes: examined and
condensed. The theme of “Design
and Deliver Professional
Development” appeared in every
one-on-one interview, observed
during BLT meetings; and observed
during observed PD opportunities at
both schools.
- In Vivo – “We went to a really
personalized PD model this year,
encouraging teachers to take
ownership of what is relevant and
important.”
- First cycle of codes: examined and
condensed. The theme of “Building
Capacity” appeared in a majority of
one-on-one interviews, and observed
during PD offerings when BLT
presenters collaborated directly with
teachers. Observed BLT members
empowering teachers through PD
opportunities.
- In Vivo – “Developing teacherleaders is essential.”
- First cycle of codes: examined and
condensed. The theme of
“Mentoring New Teachers”
appeared in a majority of one-onone interviews. BLT members
discussed mentoring new teachers
on an individual basis. Mentoring
new teachers appeared as its own
form of professional development.
- In Vivo – “Mentoring new teachers
is the most important
responsibility.”
- Originally, “time” appeared as a
sub-theme to the first three themes
highlighted. Since “time” emerged
throughout the study, it was pulled
out as its own theme.
- In Vivo - “Time becomes an
inhibiting factor.”

